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From the Editor ... 
At the beginning of this year, the Eastern Educa-
tion Journal moved back "home" to a place formerly 
known as the Buzzard Building. Several years ago, 
Governor Jim Edgar, an Eastern alumnus, signed an 
$11 .3 million dollar bill for the "refurbishment, modern-
ization, and expansion of the Buzzard Building." Since 
then, faculty and staff of various departments 
housed in Buzzard Building periodically had to relo-
cate to one area of the campus or another. Most 
education faculty traveled to different buildings in 
order to teach courses and were extremely creative 
in holding office hours at unique locations -- student 
union coffee shops and restaurants, parking lots, dor-
mitory hall lobbies, outside gardens, tennis courts, 
etc. Official "office" space (a dormitory room) was, 
in general, shared by three faculty members. Many 
files, professional resources, and other educational 
materials were placed in storage for the duration of 
the renovation . After several years of "displace-
ment, " we have finally come home. 
The new Robert G. Buzzard Hall is rich in tradition 
as being the "home of education ." Historically, the 
Eastern Illinois University Laboratory School was orga-
nized as a "model school " when the first Normal 
School in Charleston opened in 1899. Between 1899 
and 1917, the "education school" consisted of vari-
ous grade levels and frequently changed location, 
from the Old Main building to Blair Hall to quonset 
huts. During the fifties, grades one through nine were 
augmented by four and five year old kindergarten 
classes. As a result, a modern building -- a "state-of-
the-art model school " -- was erected and named 
after Eastern 's second president, Robert G. Buzzard. It 
became "home" of the Laboratory School which 
showcased innovative teaching and learning for pre-
service teachers and provided ongoing staff devel-
opment for veteran teachers. For almost twenty 
years, the Lab School (housed in the Buzzard Build-
ing) served as an exemplar of teaching effectiveness 
Robert G. Buzzard Hall 
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for the nation. Although the Lab School was phased 
out in '74, the Buzzard Building continued to be home 
to the College of Education, the School of Journal-
ism, offices of student publications, WEIU Radio-TV 
Center. a child development laboratory, and a read-
ing center. 
In 1956, Eastern's student enrollment was approxi-
mately 2,000; in '66, it increased to more than 5,800; 
and currently, it stands at over l 1,000. Today, more 
than half of these students are enrolled in teacher 
education courses and a majority of these classes 
are held in the "old Lab School " of the old Buzzard 
Building -- now the new Robert G. Buzzard Hall. By all 
means, the old building has changed. New facades 
and new interiors beckon and encourage explo-
ration. New "state-of-the-art" equipment and materi-
als, from quality computers to high-tech communica-
tions, invite inquiry, discovery, and dialogue . 
Undoubtedly, the new Buzzard Hall will continue to 
be "home" of education and become yet another 
example of excellence in teaching and learning at 
Eastern in the 21st century. We proudly extend an 
invitation to all of our readers to come and visit us! 
Clearly, the Robert G. Buzzard Hall represents the 
culmination of many years of work by numerous peo-
ple, both inside and outside Eastern Illinois University. 
From all of us at the Eastern Education Journal : 
"Thank you! It is so good to be home." 
In This Issue ... 
As with a new building, many new agendas in 
education have been on the forefront during this 
past year: national standards, certification and licen-
sure, different ways of teaching and learning, tech-
nology infusion into the curriculum, funding, and 
assessment. In this issue, we provide different points 
of view that address some of these venues. 
In Part One: Professional Development Schools, 
we include articles by individuals involved with the 
David L. Jorns, President, Eastern Illinois 
University, welcomes visitors to the new 
Buzzard Hall. 
PDS Network, a partnership between Eastern Illinois 
University's College of Education and Professional 
Studies and several public school districts in east-cen-
tral Illinois. In "Pilot Program Provides a Unique Field 
Experience," Bill Fischer, PDS facilitator for Effingham, 
reflects on a cooperative project involving public 
school and university faculty, as well as kindergarten 
and university students. Brian Carey, PDS facilitator 
for Centralia next reviews PDS Network goals and 
objectives in "Goals 2000 Summer 1997 Activities." A 
group of Eastern faculty members -- Anneliese 
Payne, Judith lvarie, Henry Taitt, and Jerie Weasmer --
focus on technology integration through partnerships 
in "Technology Partnership in Teaching and Learn-
ing." William Hine, in "The Stockman Institute: 
Update," provides information on the continuing col-
laboration involving Eastern Illinois University's School 
of Adult and Continuing Education, the College of 
Education and Professional Studies, and the Stock-
man Institute. 
We continue to examine new issues and trends in 
the field of education in Part Two: Research . Topics 
such as alternative certification, portfolio assessment, 
multiculturalism, preservice teacher education, and 
technology are investigated. The lead article by 
Karen M. Dutt-Doner -- "Using Portfolios to Assess Stu-
dents in an Undergraduate Teacher Education 
Course: What did the Students and Instructor Learn?" 
-- focuses on portfolio development as a critical 
process that helps guide university students to make 
connections between their learning and the process 
of learning and emphasizes the importance of port-
folios in the assessment of student achievement. 
Jeffrey S. Winter examines the dimensions of what 
makes foundations classes essential in the prepara-
tion of teachers in "Foundations Courses for Teachers: 
What For and How?" by making connections 
between course content and real-world applica-
tions. Next, Lea Lee in "Parental Language Involve-
ment in Children's Early Learning Activities" research-
es the correlation between what families do with lan-
guage and their children by examining factors 
involved among three home language activities 
engaged by parents and children since the birth of 
the child. 
In "Alternative Teacher Certification Program: 
Problems and Solutions, " authors Katherine I. Nor-
man, Rita C. Richardson, and Christina L. Saavedra 
investigate the concerns of teacher graduates from 
a university-sponsored alternative certification pro-
gram. Daniel R. Tomal then presents an overview of 
how benchmarking can be implemented in educa-
tional settings in "Benchmarking: A Viable Process for 
Discovering the Best Educational Practice." Preser-
vice teachers' perceptions before and after student 
teaching are analyzed through snapshot evaluation 
and dialogue in "Cognitive Variances in Preservice 
Teachers' Perceptions" by Harry M. Teitelbaum . 
Diverse in philosophic perspectives are examined in 
"Multicultural Education and Cultural Relativism --
Can We both Tolerant and Critical of Cultural Differ-
ences?" by Wei Rose Zhang. Following this inquiry, the 
successes of a computer software program are then 
addressed by Marlene Lehtinen, Gerald Smith, and 
Jerry Debenham in "Computer Home Study: The 
Robo Tutor Project." 
Part Three: Guest Features serves as a forum for 
guest editorials, commentaries, book reviews, and 
information about education-related events. In 
"Teaching and Learning: A Life-Long Journey, " Hal 
Malehorn reflects on his forty-two year career in edu-
cation, twenty-seven of those at Eastern. Laura 
Moore, Stacey Moore, and Ryan Willerton proudly 
share information about a new charter in "Omicron 
Delta Kappa Leadership Circle Makes History at East-
ern ." And last, but not least. the Eastern Education 
Journal welcomes New Editorial Board Members. The 
issue also includes Professional Development Schools' 
highlights. 
New PDS Web Site 
We invite you to visit Eastern Illinois University's new School/University 
Partnerships (PDS) web site at the following address: 
http: //139.67.27.251 
The site serves as a conduit for information dissemination and is designed to 
provide links between and among educators and other education and 
education-related web sites. Contact Brian Reid (cfbdrl@uxl.cts.eiu.edu), 
Director, School/University Partnerships for more information. 
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PROFESSIONAL DEVELOPMENT SCHOOLS 
AT EASTERN 
Editor's Note: The following section highlights the PDS 
Network, a consortium of seven school districts in east 
central Illinois working in collaboration with the Col-
lege of Education and Professional Studies at Eastern 
Illinois University. This section is dedicated to guest 
features by individuals involved with Eastern's PDS 
Network. 
Pilot Program Provides A Unique Field Experience 
Bill Fischer 
Student Teaching Department 
Bill Fischer is an associate professor in the Department of Student 
Teaching at Eastern Illinois University. He is a Professional Develop-
ment Schools site facilitator working exclusively with the Effingham 
school district. Bill's academic degrees are from Indiana University: 
a BA in History, an MA in Education, and an Ed.D. in Education. Dr. 
Fischer has taught in Aurora Schools, Indiana, and Pikeville College, 
Kentucky . His research interests focus on student teacher and 
cooperating teacher clinical experiences. He has conducted vari-
ous student teaching seminars and presented at many professional 
conferences. 
On a morning during the 1997 spring semester, 
students from one of EIU's elementary education 
so<?ial studies methods classes took part in a program 
unique to both these particular students and to the 
entire EIU field experience program in general. That 
morning in April, an expression of gratitude toward 
the administrator and faculty of an early learning 
center was wholeheartedly extended. Not only that, 
the university students proved to kindergarten pupils, 
the university professor in charge of the course, and 
to themselves that they had the ability, courage, flex-
ibility, and attitude it requires to plan, prepare, exe-
cute, evaluate, and adapt lessons in a very interest-
ing and challenging situation. 
In addition, it was not only the university and the 
kindergarten students who benefited from the experi-
ence. As the whole scenario was planned and 
refined, the teachers at the learning center were 
given part of a morning to plan, cooperate, and col-
laborate on ideas, lessons, and curriculum for the 
upcoming semester. Moreover, the teachers were 
able to interact with university students for extended 
periods in providing guidance and mentoring. The 
successful venture was the result of a school and uni-
versity partnership, the Professional Development 
Schools (PDS) Network, a consortium of east central 
Illinois school corporations working in collaboration 
with Eastern 's College of Education and Professional 
Studies. 
The day on which so much success and goodwill 
occurred came about as a result of the work of 
many individuals and groups. Initially, the school-
based planning committee at the early learning cen-
ter came up with the idea that university students 
and kindergartners could both benefit from an exten-
sive period of interaction. Each group could reap for-
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mid~ble rewards in terms of teaching and learning. 
The idea centered around a class of university stu-
dents that could come and teach at the center for 
an entire morning . Consequently, plans were pre-
pared. Personal visits were made and letters of 
inquiry were sent to a variety of people at the Univer-
sity seeking input and direction. Upon contact, the 
Dean of the College of Education and Professional 
Studies enthusiastically supported the project. 
Inquiries then had to be made as to the feasibility of 
the plan that would require a university class full of 
students to travel to a site thirty miles away from 
campus. Tentative dates had to be discussed with 
~embers of EIU's teaching faculty who might be 
interested in participating. Plans also had to be 
made to bring certified staff and parent volunteers to 
assist the university students if and when they taught 
classes at the center. 
New ideas and perspectives take time to work 
themselves out into specific plans. After three months 
of meetings and requests, as well as continuous com-
munication between and among persons at the uni-
versity and the public school , one university professor 
volunteered to ask her students if they would be 
interested in teaching one lesson to three different 
kindergarten classes in succession and spend an 
entire morning at a school. Since these students were 
just in the process of completing their 45-hour tradi-
tional field experiences, no one knew exactly what 
their responses would be. When asked if anyone 
would volunteer to be part of this project, the class, 
as a whole, overwhelmingly agreed to participate! 
Comments ranged from: "this could give me a 
chance to improve my lessons" to "it would be neat 
to be there for half a day" to "we would have a 
chance to do the same kind of team-teaching 
we've done in class." 
As a result, a date was set, and the teachers at 
the learning center, along with the PDS facilitator as 
the intermediary, provided the education students 
with information about the themes, content, and skill 
areas that would be a normal part of the kindergart-
ners' curriculum during the week in which the EIU stu-
dents would teach their lessons. With this information 
in hand, the university professor and her students 
went about choosing partners for team teaching 
and the themes (garden, insects, dinosaurs, nutrition) 
which they wished to address. Next, content for the 
lessons was selected, lesson plans were developed 
with skill areas in mind (provided by the early learning 
center teachers), and other materials and resources 
were obtained. It was determined that two university 
students would collaborate on teaching a specific 
thematic lesson to three different groups of kinder-
garten students on a rotation basis. In other words, 
university students had to work from class to class. 
Time limits of twenty to thirty minutes per class were 
also agreed upon. The PDS facilitator and university 
professor kept in touch on a daily basis, . 
On the day of the event, university students and 
their instructor, parents, public school faculty, admin-
istrators, and the PDS facilitator were well dressed, 
prepared for the best, excited, and ready to go! 
Everything went as planned. The timing was right, 
materials complemented and enhanced the lessons, 
all kinds of students -- university, kindergarten, admin-
istrators, teachers, staff, volunteers -- were involved in 
teaching and learning. At the same time, the early 
learning center's faculty spent much of the morning 
working, planning, and exchanging information in 
small groups in different locations within the school 
and providing continuous feedback to the university 
students. 
Teacher evaluations given out by the center's 
principal afterwards indicated that the pilot program 
was a huge success: 
• my Title I aide thought it was neat for both the 
university and the kindergarten students .. . it real-
ly allows future teachers an opportunity to experi-
ment with activities in the classroom 
• this was a wonderful experience for the students 
at (the center) ... the activities were very well 
planned and implemented and enjoyed 
• it went wonderful ... I hope this program contin-
ues 
University students quizzed by their instructor were 
equally enthusiastic about the outcome: 
• a great experience ... I was able to change my 
Scott Durham reads about dinosaurs. 
Photo by Tony Campbell, Effingham Daily News 
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teaching plans according to the needs of the d if-
ferent classes 
• I wish I would have had this kind of an experi-
ence throughout all my practicum hours 
• it gave me a lot of information about how stu-
dents learn and how everyone in a school needs 
to work together 
Never before had they had the opportunity to get 
information from a whole school about content, 
themes, and skills. Never before had they had the 
opportunity to learn from their successes and short-
comings on the spot -- and then change to accom-
modate different students and different behaviors 
and different expectations. The university students 
learned about themselves and about teaching in 
ways they had not experienced before. 
The early learning center's faculty was given an 
opportunity to work during a school day and confi-
dently know that their students were in good hands --
the PDS facilitator, the university professor, teachers, 
and other certified staff were consistently on hand. 
EIU students and one faculty member showed that 
there could be both "give and take" in an ongoing 
professional relationship . Whereas the early learning 
center has long been known as a location where stu-
dent teachers and early field experience practicum 
students learned about and/or observed teaching 
excellence, it was now a site for more innovative 
practices. Obviously, the university can provide an 
opportunity for experiences that are mutually benefi-
cial to both the public school and the university. 
While displaying gratitude is not something that a uni-
versity is generally apt to do, gratitude and goodwill 
were displayed that April morning . 
This pilot project involved Effingham's Early Learn-
ing Center faculty; Mary Jane Day, Principal; Bill Fis-
cher, EIU 's PDS facilitator; Veronica P. Stephen (EIU 
professor); and spring 1997 students enrolled in Ele-
mentary Education for Elementary School Children, 
Section .003. 
Shad Huddleston works with a student. 
Photo by Tony Campbell, Effingham Dally News 
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Goals 2000 Summer 1997 Activities 
Brian Carey 
Student Teaching Department 
Brian Carey is an assistant professor in the Department of Stu-
dent Teaching at Eastern Illinois University assigned to the Centralia 
school district as PDS site facilitator. 
In 1997, the Professional Development Schools Net-
work (PDS Network) received over $40,000 from the 
state of Illinois for the funding of a Goals 2000 Preser-
vice Teacher Education Grant. The PDS Network is a 
consortium of several east central Illinois school dis-
tricts in partnership with Eastern's College of Educa-
tion and Professional Studies. The purpose of the PDS 
Network is the constant refinement and improvement 
of education for students PreK-12 . The districts 
involved in this network have a total enrollment of 
over 30,000 students. Some of the PDS sites consist of 
several schools while other districts have all schools 
participating in the Professional Development 
Schools movement. 
Successful implementation of the 1997 grant was 
due to efforts of teachers, administrators, and univer-
sity faculty. The degree of participation varied 
according to the need of the district, building, or the 
individual teacher. While some activities were more 
successful and more widely attended than others, 
the grant's true success is determined by the 
improvement of education and teacher preparation. 
The Goals 2000 Preservice Teacher Education grant, 
written by Veronica P. Stephen, was implemented 
and directed by Brian Carey, Centralia PDS facilitator. 
The Goals 2000 Preservice Teacher Education 
grant focused on a primary goal: to improve preser-
vice teacher education programs by expanding their 
knowledge base regarding the current research and 
trends, teaching techniques, and learning technolo-
gies so that K-12 students can be better prepared for 
success in an increasingly complex and information-
rich society. The grant objective stipulated that: pre-
service educators will acquire knowledge and gain 
experience in the areas of multiple intelligences, and 
higher order thinking, and interdisciplinary instruction 
to facilitate students' academic achievement. In an 
effort to meet both the goal and the objective, vari-
ous activities were developed and implemented dur-
ing the summer of 1997. 
Activity One: Symposium on Spencer Kagan's "struc-
tured cooperative learning" for preservice candi-
dates, EIU staff, and public school faculty. 
Dr. Spencer Kagan presented to forty-five people 
(representing seven school districts and EIU) on 18-19 
June focusing on cooperative learning and multiple 
intelligences at the Lumpkin Education Center, Sarah 
Bush Lincoln Hospital, Mattoon-Charleston. This work-
shop was the first of the series funded by this grant 
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and contained special attention to introducing multi-
ple intelligences to the audience. Kagan was fantas-
tic and the praise for his presentation and the work-
shop content was abundant. Participants were given 
teacher materials to support their ongoing growth 
and implementation of cooperative learning and 
multiple intelligences. 
Activity Two: Seminar on "Multiple Intelligences" by 
Tom Armstrong for preservice candidates, EIU staff, 
and public school faculty. 
Although Dr. Armstrong was unable to be pre-
sent, the workshop was conducted by The New City 
School of St. Louis, Missouri. A PreK-6 system, The New 
City School, operates following the theory of multiple 
intelligences (Ml). Its faculty has authored two books 
of strategies on the topic . Presenters included Chris-
tine Wallach, Monette Gooch-Smith, Sally Bogge-
man, and Julie Stevens. A number of people from 
seven school districts and Eastern attended the work-
shop held on 26 June at the Lumpkin Education Cen-
ter, Sarah Bush Lincoln Hospital. The workshop 
focused on Ml strategies for classroom implementa-
tion and was received very positively by the audi-
ence. Some participants chose teacher materials in 
lieu of stipends so that they could more effectively 
implement the strategies in the fall of 1997. 
Activity Three: Conference on "Integrated Curricula" 
by Roger Taylor for preservice candidates, EIU staff, 
and public school faculty. 
Dr. Roger Taylor conducted a workshop on 30 
June at the Ramada Inn in Mattoon. Close to forty 
people representing seven school districts and East-
ern attended. 
The workshop gave the audience the strategies 
necessary to integrate curricula and provided 
numerous examples to add depth to that under-
standing. Participants were also given a copy of the 
book, Integrating Curricula with Multiple Intelli-
gences, by Robin Forgarty and Judy Stoehr. 
Activity Four: Supplemental 
Although this activity was not specifically defined 
in the grant, other needs of several school districts 
required adaptation of original grant activities. As a 
result of special interest and needs, permission was 
granted by the State of Illinois for additional activities 
as long as they met the goal and objective of this 
grant. For example, one of the activities involved Eff-
ingham Unit 40 who organized a visit to a school 
implementing integrated curricula practices. The 
school, Willow Bend, located in a northern suburb of 
Chicago, was visited by a group including teachers, 
administrators, and board members. 
Closing Remarks 
While remarks of the workshops were very sup-
portive and very positive, the true success of this 
grant is determined by improvement in student learn-
ing . True, the public school teachers attending the 
workshops will be better cooperating teachers for 
they will have a broader knowledge bade of current 
trends in education. True, university faculty will be 
better teachers for they, too, will have a better 
understanding of new theories and new strategies. 
This grant brought both pre-service and veteran 
teachers together. It allowed teachers from a num-
ber of school districts to mingle and converse with 
each other as well as with established presenters and 
authors. The participants were changed, but the 
degree of change is still to be determined. 
Currently, a survey of participants is bring con-
ducted to determine if a change in classroom prac-
tices occurred due to participation in the workshops. 
Drs. Sandra Schroeder and Brian Carey of Eastern are 
responsible for this project. A follow-up research pro-
ject focusing on the actual improvement in K-12 
learning has also been discussed. Clearly, there is a 
need for exploration regarding the effects of Profes-
sional Development Schools on student learning. 
Technology Partnership in Teaching and Learning 
Anneliese Payne 
Judith J. lvarie 
Henry A. Taitt 
Jerie R. Weasmer 
Anneliese Payne teac hes at Hofstra University in New York; 
Judith lvarie is in the Department of Spec ial Education, Henry Taitt is 
in the Early Childhood. Elementary. and Middle Level Education 
Department, and Jerie Weasmer is in the English Department, all at 
Eastern Illinois University. Charleston, Illinois. 
Introduction 
The global information technology revolution is 
rapidly changing the way students are learning new 
skills. Today's educators, K-12 teachers as well as uni-
versity professionals, need to prepare to utilize com-
puting and communications technology to support 
teacher facilitated modes of learning for K-12 stu-
dents. In order to facilitate the learning of technolo-
gy by university faculty, public school teachers and 
pre-service teachers, Eastern Illinois University (EIU) 
has become part of a project called "Preparing Illi-
nois Educators for the 21st Century" (PIE-21 ). This col-
laborative project involves Southern Illinois University 
at Edwardsville, National Louis University, Illinois State 
University, University of Illinois-Urbana/Champaign 
and the National Center for Supercomputing Appli-
cations (NCSA). 
The primary objective of the project is to ensure 
that student teachers emerge from their college 
career with the skill and knowledge to be able to 
deal with information technology as they enter 
teaching careers. To accomplish this goal, learning 
communities have been established which involve 
three faculty members of EIU, four cooperating 
teachers, seven pre-service teachers and students in 
K-12 classrooms at three Professional Development 
Schools. Each faculty member has formed a team 
along with one or two cooperating teachers and 2-3 
pre-service teachers. The teams interact on a level of 
parity with each team member being empowered 
equally as part of the collaborative team effort. Each 
member has three roles: 
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1 . Actively engage as a learner of new techno-
logical skills 
2. Serve as a mentor to assist other team mem-
bers in enhancing their technological skills 
3. Serve as mentors to their peers in disseminat-
ing new technological skills. 
The teams are designing curriculum projects in 
three areas: Special Education at the Elementary 
School level, Middle School Education and English at 
the High School level. Members meet on a regular 
basis with each other and with a trainer from the 
NCSA. Training sessions are tailored specifically to the 
enhancement of the technological skills of the team 
members. How to disseminate the newly learned skills 
to K-12 students is a priority for the teams. To track the 
progress of the teams, members keep reflective logs 
and communicate with each other on a list-serv. The 
completed projects will be available on the Internet. 
PIE-21: Special Education Team Project 
The Problem 
Reading comprehension and written composi-
tion skills are critical to learning for students in the fifth 
and sixth grades in elementary school. However, chil-
dren with learning disabilities are often challenged 
by both reading comprehension and written compo-
sition (McCamey, 1993). Curricular modifications and 
adaptations have been found to facilitate the acqui-
sition of both reading comprehension in children with 
learning disabilities (Wood, 1992). 
The purpose of this project is to use technology, 
specifically the computer along with the information 
available on the world wide web, as a form of curric-
ular modification and adaptation to enhance the 
acquisition of reading comprehension and the devel-
opment of written composition skills in children with 
learning disabilities. While there is little research 
directly supporting this approach for children with 
learning disabilities, some promising literature is 
emerging supporting this technology for use with K- 12 
students in general (Cosden & Abernathy, 1990; 
Papert, 1993; Solomon, Perkins, & Globeson, 1991). 
Further support for use of technology in the 
schools recently came from the Illinois State Board of 
Education (1996). They are providing leadership in 
the role of technology in education through the 
establishment and dissemination of "Six Essential 
Learnings in a Technological Society," a paper to 
guide teachers, administrators, and parents regard-
ing the role of technology in education, K-12. 
The Participants 
The special education project team is composed 
on four educational professions: a university faculty 
person from the college of education, a special edu-
cation classroom teacher, and two pre-service spe-
cial educators planning to engage in the student-
teaching process with the special education class-
room teacher in the Fall of 1977. 
The target students for this project will be 8- l O stu-
dents from an accessible population of fifth and sixth 
graders identified as learning disabled. This Fall these 
students will be served in the self-contained learning 
disabil ities classroom of the special education 
teacher on the project team. The students, primarily 
minority from low socioeconomic environments, 
attend an inter city school in a large (85,000 popula-
t ion) Illinois City best described as having a "blue col-
lar'' economy. 
The Curricular Project 
The instructional components of the curricular 
project are as follows: Instructional Goal: Students will 
write a paragraph consistent with the criteria from 
the school's established "primary level writing inven-
tory," (The primary level criteria was selected based 
on pre-assessment of the current skills of the target 
students.) 
Instructional Objectives: The paragraph will address 
18 instructional objectives in the areas of the writing 
process, mechanics, and content. 
Curricular Materials: Write for Power (Sparks, 1992), l 0 
selected readings, computers, Internet hook-up, and 
a world wide web resource page developed by the 
project team. 
Procedures: After reading a selected story, students 
will visit a web site with pre-selected content related 
to the story. Supported with direct instruction in para-
graph development, students will write a paragraph 
on the computer dealing with the topic read and vis-
ited on the web site . After editing, each student 's 
story will be placed on the class home page to be 
shared with parents, students, and other interested 
individuals. 
Assessment: Extensive pre-testing will occur including 
paragraph samples, interest inventories, and an atti-
tude toward writing scale. Continuous assessment will 
be provided by a portfolio of individual student per-
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formance as well as the class document on the 
world wide web. Finally, post-testing will include re-
administration of the sample paragraph and attitude 
toward writing scale. The portfolio will provide post-
test results as well as documenting on-going progress. 
PIE-21: Middle Level Education Team Project 
The Goal 
Our goal is to use the Internet to develop prob-
lem solving skills. This part of the project is guided by 
the following three assumptions: 
(l) The three highest levels of Bloom's Taxonomy are 
Analysis, Synthesis and Evaluation. It is necessary 
to develop these skills to become a good prob-
lem solver and these skills are developed best by 
solving problems. 
(2) Teaching others is an excellent way to reinforce 
and evaluate your own understanding. 
(3) A Middle School provides an excellent location 
for developing these skills. 
The Participants 
Our team consists of a Computer teacher from a 
middle school, two graduate students in elementary 
education, one undergraduate student in elemen-
tary education, and one faculty member from the 
Department of Elementary Education at Eastern Illi-
nois University. 
The Plan 
The plan consists of creating a Web Site where 
students can post questions for anyone to answer. 
Other students may then select to answer these 
questions and in turn will post their answers along 
with their sources or reasons for believing the answer 
to be correct. The answers submitted will then be 
added as links on the same web page that con-
tained the question, so that others may analyze sev-
eral different answers, synthesize what they find with 
their own experiences and evaluate what they think 
the best answer might be. 
Examples 
The type of questions that will be accepted do 
not have simple answers. The following are some 
examples: 
"How long would it take for an Indian canoe to 
travel from Starved Rock, IL to St. Louis, MO?" 
"What evidence is there to suggest life exists on 
other planets?" 
"What was the population of the three largest 
cities in what is now the USA in 1776?" 
"What was the most profitable product that was 
shipped from Colonial America in 1700?" 
Three Phases 
The first phase of the plan is to establish the web 
site and prepare the format for submitting and 
receiving answers. 
The second phase will occur when the EIU stu-
dents, student teach at the middle school. They will 
use the web site with their classes. Both posing ques-
tions and doing the research to provide answers. 
The third phase will occur, when we disseminate 
what we are doing to other schools so they may also 
participate . This phase will include other public 
schools where teachers and students will be encour-
aged to participate, Colleges of Education where 
future teachers are being trained will be encouraged 
to participate, and retired senior citizens who have 
expertise and knowledge to share. 
Rationale 
With more and more young people now able to 
access the web, and with the web having no con-
tent requirements or restrictions, learning how to ana-
lyze, synthesize and evaluate what is found on the 
web becomes increasingly more important. No 
teacher or parent has the time to check every web 
site or to evaluate its content. This skill must be devel-
oped by each user of the web. We hope to establish 
a web site that will help develop these skills through 
hands-on experiences. 
PIE-21: Secondary English Education 
Team Project 
The Purpose 
The purpose of the study has been to examine 
the teacher change process as technology has 
been infused into two American Literature classes at 
an area high school. The guiding questions for the 
study are: (l) What alterations in pedagogy occur as 
teachers incorporate technology into literature 
courses? and (2) How do teachers perceive their 
roles have changed as a result of accommodating 
technology in their curriculum? 
The Design 
Two secondary teachers and two pre-service 
teachers attended computer workshops aimed at 
creating an American Literature home page. This 
knowledge is being applied with students from two 
sections of American Literature offered at a local 
high school Written surveys and audio-taped inter-
views of the participants were taken at the outset of 
their training . Testimonies of their experience with 
computers and their beliefs regarding the potential 
computers have for altering the teacher's role have 
been transcribed and coded for analysis . Weekly 
classroom observations from the outset of the fall 
semester have been documenting the change 
process. Reflective journals have been maintained 
by all participants throughout the preparatory semes-
ter, between the summer meetings, and since the 
beginning of the fall semester to document their per-
ceptions of shifts in these beliefs. 
For analysis of this data constant comparative 
processing is being used. This type of triangulation 
requires comparing and cross-checking information 
throughout the data collection process. Patton 
(l 990, p. 467) describes comparative triangulation as 
"(l) comparing observational data with interview 
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data, (2) comparing what people say in public with 
what they say in private, (3) checking for the consis-
tency of what people say about the same thing over 
time, and (4) comparing the perspectives of people 
from different points of view." In constant compara-
tive analysis the researcher analyzes and compares 
data as it is acquired to look for emerging patterns in 
the information gathered in order to guide future 
data collection. 
The Participants 
Participants include one university consultant, 
two area high school teachers and two pre-service 
teachers. The basis of selection of the in-service 
teachers was the university consultant's prior positive 
experiences with co-ordinating student teaching 
experiences with these teachers. Because collegiality 
has been identified in the literature as the most valu-
able of all sources of professional stimulation (Yee 
1990), participants who had previously demonstrated 
collegial traits were selected . Criteria for selecting 
pre-service teachers included (l) a GPA of 3.0 or 
higher, (2) a willingness to student teach at the study 
site, (3) a positive collegial attitude, and (4) comput-
er access during the summer months. References 
from English department faculty and a personal inter-
view with each candidate led to the final selection . 
The Study 
For four weeks students from one "honors" class 
and one "regular" class, both college bound, have 
been constructing an English Department home 
page, a web page specifically focusing on Ameri-
can Literature, and a web page devoted to analyses 
of The Crucible with multiple links to other sites. The 
rationale for this practice is to (l) increase students' 
roles as stakeholders in classroom learning, (2) aid 
students in becoming more sawy on uses of technol-
ogy to access and to communicate ideas, (3) to initi-
ate a website to which future American Literature 
classes at their school can contribute perspectives 
on other literary works, and (4) to disseminate their 
research and interpretations to other web browsers 
who choose to visit the site. 
The collaborative processes that have made 
these opportunities available to students parallel the 
kind of collaboration experienced by the students 
while constructing the site. Miles (l 983) found that 
the more people worked at innovation, the more 
involved they became. Also, as they developed 
mastery, they grew more committed. Throughout the 
accommodation of technology at the study site, the 
participants have been immersed in changing cur-
riculum. Shifts in pedagogical processes and in the 
beliefs the participant teachers and student teachers 
hold regarding their roles have been documented in 
transcribed interviews, reflective journals, and class-
room observations. 
Guskey (l 986) contends that teachers' attitudes 
toward new programs will be strongly influenced by 
the impact of the program on their students. For this 
reason interview questions and reflective writing 
prompts have targeted the participants' views of 
advantages they identify for students. Zellermayer 
(1991) examined the means by which experienced 
teachers in a writing workshop restructured their 
knowledge . The study revealed that students' 
response can serve as the teacher's scaffolding for 
restructuring knowledge. Thus, not only the students 
but their teachers are also learning. 
The goal of this project has been to infuse the use 
of technology in the curricula of two American Liter-
ature classes. Analysis upon completion of the study 
will identify changes in teaching practices and in 
perceptions of the teacher's role resulting from 
accommodating these innovative practices. 
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The Stockman Institute: Update 
William C. Hine, Dean 
School of Adult and Continuing Education 
(Note: This is part of a continuing series of articles on 
the Stockman Institute.) 
The fourth annual Stockman Institute Conference 
was held in October of 1997 in the Martin Luther King, 
Jr. Memorial Union on the campus of Eastern Illinois 
University. The conference theme -- "Pursuit of Excel-
lence in Teacher 
Education: Making 









tions of higher edu-
cation in Illinois. 
The confer-
ence theme can 
best be encapsu-
lated in a state-
ment made by 
President Clinton in 
Joseph Spagnolo his 1997 State of 
the Union message: 
"To have the best schools, we must have the best 
teachers ... and, we should challenge more of our 
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finest young people to consider teaching as a 
career." The Stockman Institute Conference targeted 
important issues related to reforming teacher educa-
tion to meet the emerging challenges of the 21st 
century. The keynote address -- "The National Agen-
da for Teacher Education " -- was presented by Dr. 
Christy Hooser and Kathlene Shank 
Ted Sanders, President of Southern Illinois University. 
Sanders is a nationally known authority in the area of 
Will Hine and Ted Sanders 
teacher education and has provided extremely 
important leadership at both the national and state 
levels. His insights and comments were very provoca-
tive and essential to genuine reform. The second 
major address was conducted by Dr. Joseph Spag-
nolo, Illinois State Superintendent of Instruction. His 
presentation, entitled "Illinois Framework for Teacher 
Preparation and Licensure," provided an overview of 
the changing trends and issues related 
to teacher preparation, licensure, and 
certification in the state of Illinois. He 
outlined some of the current trends and 
reflected on some of the possible out-
comes of major new initiatives. Spagno-
lo consistently emphasized the impor-
tant of teacher preparation as we 
move to a more technologically-
enriched knowledge-based society. The 
third major address was presented by 
Dr. Elizabeth J. Hitch, Dean, College of 
Education and Professional Studies, who 
shared information about Eastern ' s 
efforts in developing pilot programs for 
middle level educators. 
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Several breakout sessions during the conference 
dealt with pilot programs in Illinois universities related 
to teacher preparation and technology. The Confer-
ence culminated with a panel discussion chaired by 
John McNary, Superintendent of the Regional Office 
of Education, Charleston, Illinois. The focus of the 
activity -- "School/University Collaboration for Preser-
vice and lnservice Staff Development" -- involved a 
number of Illinois superintendents who responded to 
various issues and concerns. Topics included NCATE 
standards, alternative certification, expanded stu-
dent teaching experiences, curriculum folios, and the 
professional development school initiatives of East-
ern's College of Education and Professional Studies. 
The panel was comprised of Dr. Brian Reid, Director, 
School/University Partnerships, Eastern Illinois Universi-
ty; Dr. Kenneth Arndt, Superintendent, Decatur; Dr. 
Cal Lee, Curriculum Coordinator, Champaign; Dr. 
Donald Roberts, Superintendent, Effingham; Dr. Ted 
Wetekamp, Superintendent, Charleston; and Dr. 
Richard Berg, Superintendent, Mattoon. 
Major sessions were chaired by Dr. Mahmood 
Butt, Chair, Department of Secondary Education and 
Foundations; Dr. Elizabeth Hitch, Dean, College of 
Education and Professional Studies; and Dr. William 
C. Hine, Dean, School of Adult and Continuing Edu-
cation. Special thanks to Dr. Butt for his leadership in 
orchestrating this outstanding conference. Plans for 
the 1998 Stockman Institute Conference are already 
underway. 
Ted Sanders and Mahmood Butt 
PDS Network In Actionl 
A Photographic Journey 
Betty Dunn and Linda Pierce collaborate 
with Kathy Miller. 
Lou Conwell, Kathy Miller, and Shad Huddleston 
(EIU student teacher at Carl Sandburg in Charleston) 
share ideas. 
Brian Reid, Director, EIU School/University Partnerships. 
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Poster announces the Dr. Seuss celebration. 
Kelly Wall (EIU student teacher at Carl Sandburg in 
Charleston) introduces The Cat in the Hat during a 
"Happy Birthday, Dr. Seuss" celebration. 
Using Portfolios to Assess Students in an 
Undergraduate Teacher Education Course: 
What did the Students and Instructor Learn? 
Karen M . Dutt-Doner 
Karen M. Dutt-Doner is an assistant professor in the Depart-
ment of Education at the University of New England. She currently 
teaches courses in assessment and language arts methods. In addi-
tion, she supervises student teachers. 
The decisions teachers make about what gets 
assessed and how it gets assessed sends a message 
to students about what is important (Wilson. 1993). 
Teacher evaluation of student learning in the college 
classroom has traditionally relied upon quantifiable 
methods to assess outcomes. College professors 
often depend upon evaluation of students' final 
products while ignoring the learning process students 
undergo when completing assignments. Many 
researchers question whether these outcome-based 
measures of evaluating students completely capture 
their abilities and accomplishments. Adams and 
Hamm (1992) state: 
Traditional assessment generally ignores per-
formance or process measures. Interest is 
growing in authentic (meaningful) assess-
ment which allows students to select, collect, 
and reflect on their learning and gives them 
an opportunity to use critical thinking skills as 
they select the academic efforts that might 
best represent them. The process itself is a 
powerful educational experience (p. l 03). 
Recent teacher education reform movements 
including those of the National Board for Professional 
Teaching Standards (NBPTS) and the Interstate New 
Teacher Assessment and Support Consortium 
(INTASC) acknowledge our need to move towards 
alternative forms of assessing preservice teacher per-
formance (Gilman & Rafferty, 1994; National Council 
for Teachers of Mathematics, 1995; Webb, 1993). In 
addition, Darling-Hammond (1990) has brought 
attention to the role evaluation can play in improving 
instruction in the classroom. Recommendations from 
research suggest that multiple measures and sources 
of data are more powerful and reliable than single 
measures of performance (Herman, Aschbacher & 
Winters, 1992). As a result of these recommendations, 
teachers must begin to weave instruction and assess-
ment together (Cooney, et al. 1993: Moon & Schul-
man, 1995). Portfolio assessment is one viable alter-
native for assessing students' understanding while 
focusing on the process of learning. 
Current literature about portfolio assessment has 
been limited to uses of portfolios, types of portfolios, 
the promotion of student reflection via portfolios, 
issues related to portfolio use, effects of portfolios on 
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teaching, and the development of rubrics to g rade a 
portfolio (Arter, 1994; Barton & Coll ins, 1993; Bird, 1990; 
Hi ll, et al, 1994; Jackson, 1992; Wheeler, 1993; Wilson, 
1993). The research reported herein expands the liter-
ature base by illustrating how portfolios can con-
tribute to the assessment and learning of students in 
a preservice teacher education program. 
Background 
It is difficult for everyone to agree on one defini-
tion of a portfolio. Paulson, Paulson & Meyer (1991) 
provide a working definition that guided the portfolio 
structure for students in this study: 
A portfolio is a purposeful collection of stu-
dent work that exhibits the student's efforts, 
progress, and achievements in one or more 
areas. The collection includes student partici-
pation in selecting contents, the criteria for 
selection, the criteria for judging merit, and 
evidence of student self reflection. The port-
folio communicates what is learned and why 
it is important (p. 60) . 
Although it would be undesirable to standardize the 
use of portfolios, it is important that the portfolio 
process guide students to make connections 
between their learning and the process of learning. 
Researchers generally agree that a portfolio's con-
tents, presentation, and form should vary depending 
on its intended purpose (Barton & Collins, 1993; Bird, 
1990; Cole, 1992; Wolf, 1991 ). There are many ways to 
achieve the same goal. The variety in forms and 
methods that structure a portfolio is part of the value 
in portfolio assessment. 
There were a number of reasons the instructor in 
this study began using portfolios to assess students. At 
first, the instructor felt that the current assignments 
did not truly capture all that students knew. Further, 
the instructor felt that the assignments did not cap-
ture the process of learning or the impact of assign-
ments on students' knowledge about teaching. The 
instructor was seeking ways to capture students· 
learning as well as their reflections about what they 
were learning. In addition, the instructor was hoping 
to get students to think more critically about the 
assignments they were completing in order to better 
understand the purpose of assignments. 
This Study 
Two hundred and eighty-three students enrolled 
in an undergraduate teacher education course over 
a three-year period at a state university in the mid-
west were participants in this study. All students took 
the course during their sophomore or junior year in 
college. The course was the second required in the 
elementary education major. For almost all of the stu-
dents, it was the first portfolio assignment they had 
completed. The course instructor, who also served as 
the primary researcher, had been using portfolios for 
three years prior to this study in a variety of teacher 
education courses. 
The purpose of this study was two-fold. First, the 
researcher wanted to understand student experi-
ences in developing a portfolio at midterm and final 
points in the semester. From these students the 
researcher hoped to refine the portfolio process as 
well as refine teaching practice to support the devel-
opment of portfolios. Second, this study documented 
the instructor's process of incorporating and refining 
the use of portfolios into the course. Data were col-
lected which added to the knowledge-base regard-
ing the use of portfolios as an assessment tool as well 
as practical knowledge that would improve educa-
tional practice. 
Data were collected from student reflections, 
portfolio conferences, final course evaluations, and 
evaluations completed after each portfolio review. 
Responses on the evaluations were anonymous. In 
addition, the course instructor kept a journal noting 
observations, ideas about implementing portfolios 
and concerns that arose. Analysis of narrative data 
was conducted by sorting data into recurring 
themes. 
The Development of the Portfolio Process 
All students in this study completed at least one 
portfolio as a course requirement. The structure and 
process of the portfolio changed with the instructor's 
evolving knowledge about portfolios. In this section a 
description of the evolution of the portfolio structure 
to its current system is provided. 
Each semester, students completed a number of 
assignments for grades in the course. When the 
instructor first began using portfolios, students collect-
ed work that was designated to be included and put 
it into a portfolio to be graded. Students included 
reflections on each piece to help the instructor 
understand their thoughts about the assignments as 
well as the process they went through in completing 
them. Each portfolio was graded without conferenc-
ing with the students. The instructor found this process 
to be tedious. While the students felt the evaluation 
process was effective, the instructor wanted to 
enhance the student's role. 
During the second semester of portfolio use, the 
instructor decided to implement a final portfolio con-
ference with each student in lieu of a final exam. Stu-
dents used the course objectives listed on the syl-
labus to structure their portfolios. Their goal was to 
provide evidence that they had met each of the 
course objectives (see Appendix A) . As students 
gave the instructor feedback, the instructor learned 
that they wanted a conference earlier in the semes-
ter that would provide a sense of conference expec-
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tations. Consequently, during the third semester, both 
midterm and final portfolio conferences were imple-
mented. 
The contents of these latter portfolios were some-
what structured in that the students had to include 
work from the course guided by the course objec-
tives. The midterm portfolio was designed to be dif-
ferent from the final portfolio. The midterm portfolio 
was less structured than the final portfolio. It was also 
intended to acquaint students with a portfolio con-
ference and meeting individually with the course 
instructor. Items to be placed in the portfolio could 
include completed assignments, class activities, 
course readings, field experience materials, reflec-
tions, and other pieces of evidence to demonstrate 
their learning. In the course, students are given the 
following structure for their portfolio assignments. 
During the course of the semester, you will 
be asked to organize and reflect upon the 
assignments completed by developing a 
portfolio both at the midterm and final points 
in the semester. The work included in the 
portfolio will be both representational (your 
revised, polished work) and developmental 
(drafts, revisions, feedback, class notes, class 
activities, etc .). The purpose of this assign-
ment is for you to reflect upon all of your work 
and synthesize it into a comprehensive repre-
sentation of your knowledge about teaching 
and learning. A portfolio captures both the 
final product and the learning process, pro-
moting growth and emphasizing quality work. 
For the midterm portfolio (5% of final), you 
will provide pieces of your work from the first 
half of the semester including: THREE pieces 
that show growth/learning/development. 
Each of you will meet with me for an individ-
ual portfolio review conference. You will be 
expected to provide a verbal rationale for 
the pieces in your portfolio. 
For the final portfolio (20% of final), you 
will collect items which are representative in 
nature. You will choose pieces to include in 
this portfolio from any of the work and class 
activities completed throughout the semester 
which demonstrate your understanding of 
the nine course objectives. The items you 
include in this portfolio should be representa-
tive of you understanding of teaching and 
learning. For each piece you choose, you 
must provide a rationale for why you includ-
ed it and how it demonstrates your under-
standing or growth in teaching knowledge. In 
this final portfolio, your goal is to show your 
understanding of teaching and learning by 
linking the pieces in your portfolio to course 
objectives listed in the syllabus. 
Because this is the first course in the major in which 
students are asked to maintain a portfolio, the 
instructor spent approximately two weeks at the 
beginning of each semester introducing students to 
portfolios. The students read some literature on port-
folios to have a better understanding of the process. 
Students from previous semesters of the course 
shared their portfolios, reflected on how their experi-
ences in the course were affected by portfolios, and 
provided students with helpful hints in preparing and 
maintaining a portfolio. 
Prior to each portfolio conference, the instruc tor 
reviewed expectations, answered questions, and 
provided more details about the assignment. Stu-
dents conducted peer reviews with each other dur-
ing class in order to have a "practice run " prior to 
their conference. Students were encouraged to write 
down their thoughts in the form of notes so that they 
could remember what they were thinking as they 
chose each p iece . They were reminded that the 
conference was not a test of how much they can 
remember but an assessment of what they know, 
written or memorized. 
As a class, students collaborated with the instruc -
tor to develop a rubr ic for grading each of the 
assignments and portfolios. The rubric was then used 
in grading students' work. Developing a rubric as a 
whole group proved to be a long and difficult 
process to guide. The biggest problem to overcome 
was the students' traditional perceptions of student 
and teacher roles. Students were clearly used to the 
instructor having sole decision making power regard-
ing grading criteria. Thus, one can imagine how diffi-
cult it was to include students in the process of devel-
oping this criteria. In order to facilitate this process, 
the instructor spent approximately one to two weeks 
discussing the issue of grading and how to develop 
appropriate rubrics . Many different approaches to 
developing rubrics as a group were tried: (a) devel-
oping an individual rubric and then working towards 
developing a class rubric, (b) working from instructor 
shared ideas and then allowing students to com-
ment, and (c) allowing the whole class to start from 
scratch in developing the rubric . The instructor per-
mitted the students as a group to decide how they 
want to approach the task. 
Results 
The data was sorted into eight recurring themes 
as well as perceptions held by a majority of the par-
ticipants. 
At first. expect anxiety and stress 
Student responses on questionnaires and conver-
sations during portfolio conferences indicated that 
using a portfolio was beneficial in a variety of ways. 
However, at first, almost all students were somewhat 
anxious about the process of developing a portfolio. 
This is not surprising if we take into account general 
anxiety that occurs when we experience something 
unfamiliar. Generally, students indicated concern 
about three areas. First, some students (56 of 283) 
were simply concerned about the amount of time it 
would take to put together a portfolio. In thinking 
about developing their portfolios, the students indi-
cated a high level of stress and feelings of being 
overwhelmed . One student indicated on the ques-
tionnaire: 
16 
I thought 'your (sic) crazy. ' How much time 
do I have to get out of this course? I thought it 
was a project that would take all of my time. 
Second, many students (72 of 283) indicated that 
at first they lacked confidence in their ability to do 
"something like that. " Their fears ranged from "I don't 
know how to put a portfolio together" to "I don ' t 
know what to put in a portfolio" to "This is just too dif-
ficult fo r me to do." Students viewed a portfolio as 
very different from other types of assignments they 
had been given in other courses and questioned 
their abilities to meet the expectations set. 
Finally, the students were most concerned about 
having to conference with the instructor (75 of 283). 
One student's comment best represents the thoughts 
of many classmates: 
I am scared to death about the conference. 
I dread having to present my portfolio to you 
in your office. I am nervous about meeting 
with you. 
Because this was a new experience for many of the 
students, it may have contributed to their concern 
about meeting with the instructor individually. 
The instructor indicated in her journal that it was 
difficult to understand why students struggled with 
these issues. Her initial intentions for portfolio use 
included: getting to know the students as individuals 
by meeting with them for individual conferences 
twice a semester, correlating teaching with what stu-
dents were learning, modeling alternative assess-
ment to preservice teachers, promoting student 
reflection, and making learning overt. What she had 
not anticipated was the amount of effort she had to 
put forth in comforting the students and easing their 
feelings of anxiety. The instructor summarized her 
thoughts in her journal this way. 
What I have learned over time is that l) these 
feelings my students had were normal and 
should be expected, 2) no amount of 
explaining before they were ready would 
help reduce their anxiety, and 3) some things 
are best learned by going through the 
process. 
After the process ... 
Almost all students (275 of 283) reported at the 
end of the semester that developing a portfolio and 
conferencing with the instructor was a "great experi-
ence. " Students indicated satisfaction on a number 
of levels. First, because the portfolio in the course was 
designed specifically to evaluate whether students 
had met course objectives, students indicated a high 
amount of satisfaction in their portfolio showing what 
they had learned to both themselves and the instruc-
tor (58 of 283). One student remarked: 
The portfolio shows me what I have accom-
plished during the semester. It helped me put 
together what I learned and to organize my 
thoughts. I had to review everything we did 
during the semester to pick my pieces. We 
got to see first hand what we achieved this 
semester. 
These findings support theories described by Biddle 
(l 992); Dutt, et al (l 997); Olhausen & Ford (l 992); and 
Paulson and Paulson (l 991 ). Specifically, findings cor-
roborate the claim: 
Through building a portfolio, students have 
the opportunity to learn - to learn about a 
subject, to learn about learning, and to 
learn about themselves (Paulson & Paulson, 
1991 , p. l). 
So, using a portfolio to assess students certainly pro-
vides an instructor with important information about 
what was learned, but it also provides the students 
an opportunity to learn about themselves. 
Second, students felt the porttolios reflected their 
individuality (42 of 283) by allowing them to make 
choices about what pieces best reflected their learn-
ing. A student wrote: 
The portfolio lets you see what we learned 
and also what pieces taught us the informa-
tion we learned. Everyone had different 
pieces for the same objective and this shows 
that people learn different things from differ-
ent pieces. 
Although the procedures for the structure of the port-
folio were explicit, students were able to make choic-
es about which artifacts best represented their learn-
ing. Consequently, students produced portfolios that 
varied in content and organization. 
Third, students indicated that the porttolio made 
them reflect on their learning by reviewing their work 
across the whole semester (60 of 283). One student 
commented directly on the value of reflection: 
This component forced me to constantly 
assess my own progress and improvement 
and was an excellent connection between 
student and instructor. I felt like the reaction 
was very key in promoting the objectives of 
the course, making us constantly look at 
where we stood and what we were learning 
along the way. 
By providing a reflective rationale for each piece in 
the portfolio, students made direct links between the 
work they included in their portfolios and the course 
objectives. This way, the students had a clear under-
standing of how the assignments in their portfolios 
helped them learn the important concepts of the 
course. One student explains her insights: 
After keeping a portfolio for the entire 
semester, I think I have learned many new 
concepts in teaching and observed how to 
apply these teaching and learning theories in 
the classroom . Not to mention, I think my writ-
ing about educational topics has improved 
over the course of the semester. These selec-
tions for my portfolio most effectively repre-
sent the knowledge I have gained this semes-
ter in meeting the course objectives. 
Many students indicated that they learned a great 
deal about teaching and learning. Reflecting on 
their work was the key to helping students learn 
about teaching and learning and about themselves 
as learners. In addition, the process of receiving 
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feedback, reflecting on and revising work added to 
the quality of work. The instructor indicated feeling a 
high level of satisfaction in having students be able 
to articulate what they learned during the course of 
the semester in reflections. This information was used 
to positively impact pedagogical decisions that the 
instructor made during the semester. This supports 
Darling-Hammond's (l 990) position that evaluation 
can and should play a role in instructional improve-
ment. 
In addition, the instructor felt students were using 
higher level thinking skills to analyze and synthesize 
course assignments in reflections. Students generally 
agreed that reflecting on their work during the 
semester significantly contributed to their self-knowl-
edge as learners. These findings echo those of Berry 
et al (l 991) as he summarized the value of self-assess-
ment: 
The portfolio system appears to hold advan-
tages in that it removes the teacher or stu-
dent from being the evaluated object and 
places him/her in the central role of self-eval-
uator, documenter and planner of profession-
al development (p. 5). 
The pieces of the portfolio become the vehicle by 
which the students reflect about their learning as the 
portfolio is being constructed and presented. 
Fourth, although only 235 of the 283 students in 
the sample participated (note: students in the first 
semester were not asked to conference), these par-
ticipants felt the individual conferencing increased 
the instructor's understanding of each student's 
learning (99 of 233). Students felt that the opportunity 
to explain themselves and their work provided the 
instructor with a better understanding of what they 
had learned. 
They indicated that the conferencing made 
them feel as if they had an opportunity to share infor-
mation with the instructor that was important for 
understanding them as students. For example, one 
student explained: 
It (the conference) is great because it allows 
you one-on-one time with the professor. You 
can't get away with not knowing and reflect-
ing on what you have learned. I think I got to 
explain myself and why I chose certain 
things. That is very important because it lets 
you know what I was thinking when I put my 
portfolio together. 
In short, students felt the conference provided them 
an opportunity to "fill in the gaps" and present an 
authentic snapshot of what they knew. Although 
most of these same students were apprehensive 
about meeting with the instructor individually at the 
beginning of the semester, they ultimately found 
value in conferencing. 
Beyond allowing for greater communication 
between student and instructor, students felt the con-
ference helped them practice for actual teaching 
interviews by developing their communication skills 
(93 of 233) and made them feel more comfortable 
and confident when talking about themselves (45 of 
233). One student explained: 
I have become more confident about speak-
ing - in expressing my ideas to others. And, I 
now have confidence in myself, in my ability 
as a person, a student, and a future teacher. 
I think the conferences have helped a great 
deal in preparing us for when we have to talk 
to principals in an interview. 
Clearly, providing students with a structured setting in 
which they can receive formative feedback about 
their communication skills was valuable to their pro-
fessional development. 
Summary of Findings 
The aforementioned data indicate that the 
development of a portfolio is only one piece of the 
complete portfolio process. Discussing portfolios in a 
conference setting prompts additional reflection, 
develops communication skills and helps students 
feel more confident in "interview like" situations. 
Reflecting on learning by articulating how pieces in 
the portfolio demonstrate learning in accordance 
with course objectives contributes to students' under-
standing of themselves as learners as well as course 
content. 
Peer Review 
A critical piece incorporated into the course was 
peer review of all work turned in during the semester. 
This included peer review of each other's papers, les-
son plans, and midterm and final portfolio confer-
ences. During class sessions students indicated that 
very few had ever peer reviewed classmates' work 
as a part of class sessions. In many cases, students 
were somewhat apprehensive about critiquing each 
other's work. In a portfolio conference, one student 
explained the feelings held by many: 
When I first found out that other people were 
going to look at my work it terrified me a little. 
I am not used to having peers I do not know 
look at my work. I found the overall experi-
ence positive in the sense that I feel more 
comfortable sharing my work. 
Incorporating peer review into the course caused 
the instructor to make changes to her teaching prac-
tice. It was necessary to make students feel at ease 
with sharing their work. Many of the students rarely 
had others look at their work prior to turning it in for a 
grade. Taking the time to teach students what to 
look for in their partner's writing and how to give 
feedback eased their concerns about being able to 
help their partner(s). In addition, a great deal of class 
time required students to work in groups, so that they 
would begin to get to know each other and feel 
comfortable working with each other. The consisten-
cy with which students worked together had an 
impact on the effectiveness of formative review ses-
sions. By the end of the semester, students were look-
ing forward to hearing their group members' com-
ments. One student expressed the comments made 
by many of the students in the following: 
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My group members gave me a different per-
spective on writing style and helped me iron 
out mistakes which I may have overlooked 
myself. From this review session, I had the 
opportunity to examine other people's writ-
ing style and experience the process which 
teachers go through when correcting 
papers. It was also helpful because looking at 
other people's writing helps me improve my 
own writing. 
Receiving feedback on their work and revising the 
work as a result helped students raise the quality of 
assignments turned in for grading. Students found 
value in participating in this process: 
The required rewriting of my papers has given 
me confidence in the final product. Much 
revision was completed between the original 
rough draft and final paper. Although the 
process was somewhat long, I am very satis-
fied with the final result. I am confident that 
the final copy of this work is among the best 
work I have ever done. 
While the peer review is not itself a part of the portfo-
lio process, it has been an essential addition to the 
course. The goal, of course, is to help students pro-
duce as much quality work as possible during the 
semester. The more success a student experiences, 
the more confident s/he will feel as s/he is develop-
ing the portfolio and during the conference. I has 
also been helpful to provide students with an oppor-
tunity to "practice" what they are going to say dur-
ing the portfolio conference. It makes them more 
comfortable with the conference and builds confi-
dence in the students. And, most importantly, it com-
municates to the students that this is not a memoriza-
tion test, it is a time to clearly communicate what 
they have learned. 
Concerns 
In order to improve portfolio practice it is impor-
tant to listen to students' reactions, positive and neg-
ative. So, this study sought to identify what students 
perceived as the major drawbacks in the way the 
portfolio process was structured . Almost half of the 
students commented that they felt there were no 
drawbacks to using a portfolio (l 36 of 283). One stu-
dent wrote comments similar to many on the final 
evaluation: 
Now that I have had to put together a port-
folio and used it I can ' t (sic) think of any 
drawbacks. It is a great tool for evaluating. 
Data indicate that once students have actually 
experienced the process, it seems that they have a 
better understanding of the benefits of using portfo-
lios as an evaluation tool. This suggests that there is a 
need to model teaching/assessment strategies in 
teacher education courses. 
The biggest concern reported by students was 
how time consuming the portfolio process was for 
both the teacher and the students (l 36 of 283). Some 
students indicated that it took a great deal of time to 
put together their portfolios: 
Time consuming - it is hard to accumulate 
things over a semester. It takes a long time to 
go through everything and put the portfolio 
together. 
After making a comment like the one above, some 
students indicated that the time they spent putting 
together the portfolio was worth it. Other students 
worried that s teachers, it would be difficult to make 
time to conduct portfolio conferences. The work of 
Maeroff (l 991) reinforces the findings here: 
Complaints are frequent in the piloting of 
alternative assessments because a central 
problem is figuring out how to accomplish 
the assessment in a manageable time period 
(p. 277). 
Students in this study struggled with the ambiguity 
presented in developing a portfolio. Many admitted 
to wanting me to "just tell them" how to put their 
portfolios together. Rarely had any professor asked 
them to review all the work they had done during the 
course of a semester. For some, the time issue was 
one of simply organizing materials. For others, it had 
to do with the time it took to review all their pieces, 
reflect and choose which pieces to use. 
While these concerns should not be dismissed, it 
is apparent that the portfolio process as described in 
this study offered more advantages than disadvan-
tages. Certainly, the issues raised by these students 
could be addressed by the instructor at any time dur-
ing the semester. And, students indicated that these 
concerns did not impact their experience in using a 
portfolio in a negative way. 
Summary 
Based on findings from this study and in consider-
ation of other related studies, there are four observa-
tions to consider. First, the development and sharing 
of portfolios offers students an opportunity to devel-
op self-knowledge about their learning. Participating 
in a structured portfolio conference can further 
enhance reflection by forcing students to articulate 
learning for others. 
Second, using a portfolio to evaluate students' 
learning allows for a certain amount of individuality. 
While the structure of the portfolio may be explicit, 
students can more easily demonstrate what they felt 
was most important. Students must be involved in the 
process of decision making. It will take time to shift 
from the paradigm of teacher as primary decision 
maker to teacher as facilitator. Instructors should 
expect to struggle when students struggle with com-
ing to consensus in a decision; especially when it is a 
different decision than the instructor would have 
made. And, the instructor should expect to struggle 
when students ask "just tell me what to do" because 
this is what they are used to, and it is easier than 
working through the process of group decision mak-
ing. In the end, students do feel ownership and they 
have learned the very important skill of working with 
peers. 
Third, it is normal to receive some negativity from 
the students prior to actually putting the portfolio 
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together and even as the process is ongoing during 
the semester. The instructor was quick to assume that 
this meant the portfolio process was not working. Until 
the students actually participate in the conference 
and recognize what they have learned, it is difficult 
for them to appreciate the process. As the data indi-
cate, all but eight students felt the process was 
worthwhile regardless of the amount of work and 
regardless of how difficult the process was long the 
way. At the end of the semester, students felt they 
had a strong sense of what they learned, how they 
learned it, and why it was important, and how it con-
tributed to their own professional development. 
Lastly, it is important to remember that teaching 
practices and assessment practices will influence 
each other. The instructor emphasized the impor-
tance of her teaching being integrated with the 
course objectives into classroom activities, discus-
sions, and assignments. In order to do this, the instruc-
tor must provide students with opportunities to docu-
ment their learning and reflection. In reflecting on 
the semester, the instructor noticed that her teaching 
incorporated more active learning strategies in 
which the students discussed, shared, reflected, 
thought, and experienced. This allowed students to 
create artifacts of their learning to include in their 
portfolios. The instructor learned that a portfolio is 
more than just an assessment tool. It is one part of 
teaching practice. It would not be realistic to "tack 
on" the use of a portfolio in a class without consider-
ing the possible implications for teaching practice. 
Some Final Comments 
For college professors concerned with improving 
the quality of student learning and assessment, data 
from this study indicate that implementing portfolios 
may be a viable alternative. Educators should con-
sider the use of portfolios in the college classroom. 
Having students articulate what they learned from 
an instructional method can inform practice. In this 
case, students in a teacher education course provid-
ed insights about how portfolios: l) helped them 
meet educational goals set for them (Webb, 1993), 2) 
made them more aware of both the learning 
process, and 3) made them more perceptive about 
their personal learning needs (Paulson & Paulson, 
1991). In the process, students learned some valu-
able skills necessary for effective teaching and com-
munication. Portfolio assessment can provide stu-
dents with an understanding of how teaching and 
evaluation are connected. Portfolio assessment, as 
described here, helped students address goals for a 
course and demonstrate how these goals had been 
met during the course of the semester. The portfolio 
process helped students become confident in their 
learning and in their ability to share their ideas with 
another professional. 
Appendix A 
l . Future educators will provide learning opportuni-
ties that take into consideration, as they plan 
and teach instructional events, how children 
learn and develop. 
2. Future educators will understand and use a vari-
ety of instructional strategies and be able to 
describe how planning, teaching and classroom 
management vary according to the strategy 
chosen. 
3. Future educators will critically analyze classroom 
situations by applying educational research as a 
means of teacher decision-making in the class-
room. 
4. Future educators will implement effective teach-
ing and management practices and provide 
meaningful learning experiences suggested by 
educational research into their own planning 
and teaching. 
5. Future educators will reflect on their own deci-
sions and actions and be able to provide critical 
feedback to peers. 
6. Future educators will create a positive learning 
environment for ALL students that encourages 
positive social interaction, active engagement in 
learning, self-motivation, and creates instruction-
al opportunities that are adapted to diverse 
learners. 
7. Future educators will begin to develop a person-
al and professional philosophy about teaching as 
well as identify ways to put their beliefs into prac-
tice. 
8. Future educators will demonstrate an ability to 
collaborate with other educators via interactions 
with field experience teacher, fellow students, 
and college professor in planning and executing 
lessons. 
9. Future educators will utilize technology to com-
municate with college professor and peers, as 
well as complete assignments. 
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Abstract 
Why should preservice teachers study foundations of 
education? Increasingly preservice teachers as well 
as teacher educators point to these courses as 
ambiguous or irrelevant. This paper examines the 
dimensions of what makes foundations classes essen-
tial in the professional preparation of teachers. The 
author then details how he has shaped a founda-
tions class for undergraduate education majors with 
the goal of constructing and understanding the link-
age between social/historical/philosophical founda-
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tions and the realities of classroom based decision 
making . Included subjects are: course content, 
action research, and techniques for active engage-
ment. 
Introduction 
Why should preservice teacher study foundations 
of education? Do they contribute to making more 
effective teachers? For better or worse, foundation 
courses, e.g. history, philosophy, social foundations of 
education, have been a required part of teacher 
training for well over fifty years. 
As teacher preparation programs have devel-
oped in this century, mainstay components typically 
include a) training in liberal arts education, b) in-
depth knowledge of subject matter in a major field 
of study, c) social/historical or philosophical founda-
tions of education, d) pedagogic skill training, and e) 
practical/clinical experiences. Unfortunately, the 
goals for which foundations classes were originally 
created appear to be ambiguous at best and irrele-
vant for many. Research appears to indicate that 
these courses are losing ground in providing a knowl-
edge base for teachers and are often seen as largely 
irrelevant for beginning teachers (Borman, 1990; 
Feiman-Nemser and Buchman, 1983). This paper 
examines how one professor has constructed a foun-
dations class which enable preservice teachers to 
find close linkage between theoretical social/histori-
cal/philosophical issues and the actual classroom 
based decision making in which teachers engage. 
Background: When did Foundational Studies begin? 
The term "Foundations of Education " was first 
used in the l930's at Teachers College Columbia in 
New York. The field included an examination of histo-
ry, philosophy, psychology and sociology of educa-
tion as a cross-disciplinary approach to understand-
ing the cultural phenomena which underlie educa-
tional thought and practice (Tozer, 1993). 
Butts (l 993) defines foundations classes as those 
which prepare perspective teachers "to play their 
civic and vocational roles as professional decision-
m a ke rs in an educational system devoted to 
strengthening a democratic society ... involving 
such basic values and principles of American consti-
tutional democracy as the public good, justice, free-
dom, equality, diversity, truth and patriotism" (p. 31). 
Foundations classes should help teachers construct 
meaning, select instructional content which fosters 
decision making and build new meaning in them-
selves and their students (adapted from Tozer, 1993). 
McClelland & Bernier (1993) add the goals of assist-
ing students to understand complex educational 
patterns in society and the role education and edu-
cators play in a variety of settings. 
Current State of Foundations: Where are we Now? 
Until the l 960's, it was common to find social 
foundations (history, philosophy, sociology of educa-
tion) classes among the standard requirements for 
preservice teachers. Critics of foundational studies 
have cited a lack of useful purpose to these classes 
(Conant, 1963; Smith, 1980) as well as the isolation of 
theory from practice (Howsam, Corrigan, Denemark 
& Nash 1976). Goodlad (1990) found that from the 
1960' s to the 1990' s the trend in colleges of educa-
tion is a diminishing number of historical/philosophical 
courses. According to Goodlad (1990) the founda-
tions class which remains is often generic in nature 
and typically presents an "overview of program 
requirements, demands and expectations of teach-
ing and lectures (more than discussions) on selected, 
rather contemporary topics: AIDS instruction, how to 
pass a minimum competency test, how to manage a 
class, and multicultural education" (pps. 203-204). 
Often courses that surveyed historical, philosophi-
cal and social foundations of education are surface 
overviews of a variety of subjects of interest to teach-
ers or principals, but appear to play little role in help-
ing future teachers understand the cultural and 
social phenomena which impact on construction of 
meaning or reflective teaching practices. In a study 
of 29 teacher education programs including data 
from faculty, observations of classes, and personal 
interviews with over 500 students, Sirotnik (1990) found 
a recurring pattern of students and faculty who were 
22 
unable to articulate linkage between course content 
or philosophy and classroom practices. Students' 
responses often found foundations classes to be 
obscure and irrelevant in the process of becoming a 
teacher. 
Education students have shown their dissatisfac-
tion with such courses. Sirotnik's (1990) study found 
that many courses offered under the heading of 
"foundations" lacked consistency in philosophy, 
showed sparse linkage with educational values and 
beliefs, and were perceived as haphazard collec-
tions of topics. These introductory courses often were 
presented in a lecture format, came early in the stu-
dents' programs, and "were mostly forgotten by the 
time students began their student teaching" (p. 714) . 
Foundations courses, Warren (l 993) explains, are 
increasingly under attack given the current demands 
for evidence that teacher education courses contribute 
to making better teachers. According to Warren, "The 
missing causal connection between teacher prepara-
tion and successful teaching haunts all corners of 
teacher education, not the social foundations alone" 
(p. 38). 
The area of foundational appears to be missing the 
mark and our students are letting us know. Students 
often do not find meaning in the very courses which 
should provide a basis for future construction of knowl-
edge and understanding of the role of education in 
society . While students consistently describe their 
practicum experiences as the most relevant and satisfy-
ing part of their program, they rate foundational studies 
poorly in program design and keeping their interest 
(Sirotnik 1990, pps. 714-715). Sirotnik's (1990) study found 
few cases where students were challenged to think criti-
cally or engage in the kind of "reflective practices" so 
encouraged in other areas of teacher education 
today. 
These grim findings necessitate some soul searching. 
One might conclude that foundations courses are in 
need of curricular CPR. How can foundations classes 
meet the needs of our students to become reflective 
thinkers and practitioners in the complex educational 
environment of today 's schools? Can these courses 
help future teachers grapple with the critical issues of 
diversity, democracy, and decision making? How can 
we help students appreciate the importance of founda-
tions classes? The task is large and the issues urgent. Fail-
ure to reverse the trends of today could lead to further 
erosion of these offerings and diminish the quality of 
teacher preparation. 
Making Foundations Meaningful: One Approach 
The author supports the position that foundations 
courses can serve as an effective vehicle for helping 
preservice teachers engage in meaningful exploration 
of civic, philosophical, and academic issues. In order to 
do this, beginning teachers need to see that the choic-
es they will make on a daily basis are closely related to 
larger social, historical and philosophical realities. When 
teachers understand the context for today ' s chal-
lenges, they will be better equipped to resolve them. 
The teacher preparation program in which the 
author works requires its undergraduates to take one 
three-quarter hour class in History and Philosophy of 
Education. Other education classes include Education 
Psychology, methods, child development, and 
practicum experiences with seminars. The history and 
philosophy class is the primary locale for exploring the 
socio-political context for teaching. In the undergradu-
ate History and Philosophy of Education class, the 
author designed 10 three-hour-sessions to help preser-
vice students understand the linkage between founda-
tional studies and realities of today's classrooms and 
schools. The course emphasizes decision making skills, 
construction of meaning, development of reflective 
practices, principles of democracy and pluralism, and 
bridging theory and practice. This is accomplished 
through active engagement in class sessions and a vari-
ety of projects and field studies. 
Active Engagement in Class Sessions 
Class sessions are thematic examinations of social, 
historical, and philosophical issues viewed within the 
context of how teachers make decisions. A goal of 
each class is to encourage preservice teachers to draw 
connections between historical events, philosophical 
approaches, and how learning is structured. Toward this 
effort, the class addresses a wide range of issues includ-
ing; development of teacher preparation and profes-
sionalization, teachers' and students' legal and ethical 
rights and responsibilities, history of education from 
ancient Greece to 20th Century America, influential 
thinkers, philosophies and classroom decisions, contem-
porary social issues (diversity, technology, global mar-
kets, assessment), constitutional legal issues, and school-
based action research. 
Each class contains opportunities for discussion, 
group activities, and examination of relevant case stud-
ies. For example, after learning about the historical 
development of education from Greco-Roman times 
through the Reformation, students discuss how ancient 
debates echo in issues we face today such as in track-
ing, vocational education, and church/state issues. Fol-
lowing discussion, short lectures and selected video 
clips, students engage in cooperative group projects 
where they create a visual design illustrating the impact 
of influential thinkers on a specific time period. They also 
show how early ideas affect contemporary American 
schools. One example of a visual model included a 
sketch of a Grecian building with each pillar represent-
ing values from Athens and Sparta. Socrates and Plato 
stood at the base with their contributions outlined. The 
roof contained influences on our school system (socrat-
ic discussion, vocational and classical course offerings, 
etc.). 
When studying the development of American 
schools over the past century, small groups are assigned 
roles of business owners, immigrants, farmers, clergy and 
others. This population represents the people who had 
to be convinced by Horace Mann that a common 
school system would meet their needs. During the 
debate, students hear many of the same ideas which 
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resonate in today's discussions over control and direc-
tion of public schools. Issues which have been raised 
include the role of religion and moral values in schools, 
parochial schooling, vocational training, compulsory 
schooling, bilingual education, socioeconomic stratifi-
cation, control of curriculum and school funding. 
Philosophies of education are studied in the context 
of how teachers and students construct meaning and 
make choices. As we examine several progressive and 
traditional philosophies such as essentialism, perennial-
ism, progressivism, and existentialism, students consider 
how each one impacts on student evaluation, class-
room management, curriculum design, and 
student/teacher relationships. One simulation offers an 
opportunity to design a school and its classrooms. The 
plan should illustrate a philosophical approach to 
schooling. The group then presents its ideas to a com-
mittee of teachers which is making recommendations 
to the superintendent. Discussions have included debat-
ing the kinds of books which students should read, the 
use of field trips as a curriculum focus, appropriate inte-
gration of technology, and the physical design of a 
classroom. Students also complete a questionnaire 
which helps them identify the philosophy with which 
they most closely agree. This becomes part of a rational 
statement concerning their personal philosophy of edu-
cation. 
Another class session focuses on the development 
of teaching as a profession and public perceptions of 
teachers. After discussing selected samples from film, 
television, music, literature, and interviews, students 
begin to understand popular images of teachers, and 
how this has impacted educational policy. After exam-
ining teacher contracts from the early part of this centu-
ry, students become aware of the need for teacher 
organizations and empowerment. The author often 
highlights this class session to emphasize the need for 
studying history of education, as our generation has 
inherited a legacy which contains many powerful and 
often unfavorable images of teachers and schools. An 
additional assignment requires students to interview an 
"elder" regarding their school experiences. As a class, 
we discuss these impressions and how they relate to 
larger views of schooling. 
A class which always captures the interest of future 
teachers focuses on legal issues in schools. Following a 
presentation on the historical and Constitutional devel-
opment of legal issues and education, students read 
actual case studies and attempt to predict outcomes. 
Class discussions center around the evolving rights and 
responsibilities of teachers and students. Several class 
members have interviewed principals and other admin-
istrators to augment this topic . 
Active Engagement through Action Research 
Much has been written recently about the impor-
tance of action research in education. Action research 
is a process through which cooperative and collabora-
tive teams identify problems, diagnose causes, consider 
approaches for remediation and make recommenda-
tions for resolution. The approach typically involves 
teams of researchers who collect data from a variety of 
sources (Gillies, 1993). 
Students in the foundations course supplement class 
and text based information through undertaking one 
action research project. Students choose an area of 
study from a list of topic areas which emphasize school 
pol icy and perspectives. Options include interviewing 
school administrators on areas such as inclusion, multi-
cultural education, due process, bilingual issues, attend-
ing a school board meeting, obseNations at a non-tra-
ditional school environment (Montessori, Waldorf, home 
school), interviewing teachers on philosophical issues 
discussed in class, inteNiews with state board of Educa-
tion members, or simulations of due process, tenure or 
budget hearings. During student presentations, topics 
are discussed in terms of social/historical and philosophi-
cal dimensions of education. 
A variety of issues have surfaced in class such as the 
essentialist component of evaluating teachers through 
standardized testing of students. Contract issues raise 
concerns relating to how teaching has been viewed by 
the public throughout this century, why teacher unions 
came into being, and the growth of benefits, tenure 
and other contractual elements. 
Interviews with school administrators have yielded 
insights on how issues such as bilingualism, racism or 
vocational training for example impact curriculum or 
school policy. Students grapple with these topics within 
the social and historical context of neighborhoods, 
statewide and national concerns. They also gain a 
deeper understanding of the environment in which they 
will soon interact. 
Observations of non-traditional educational 
approaches such as Montessori, Waldorf and home 
schooling, have compelled students to examine their 
own education as well as the kind of classroom environ-
ment they wish to create. 
As we discuss progressivist ideals versus perennialist 
values, students relate these approaches to the field 
studies. Each foundational area is analyzed as part of a 
philosophical and historical basis for future decisions 
and actions. When approached in this way, philosophy 
illuminates the way in which teachers approach class-
room management, testing, parental involvement, cur-
riculum design and more. Salary negotiations, tenure, 
school reform and licensing are seen as part of a larger 
historical picture. Future teachers become more aware 
of how foundational issues shape today's debates. 
Evaluation: Several points of view 
Students receive feedback on several levels. Formal 
evaluation of student performance utilizes a point sys-
tem based on essay exams, evaluation of the action 
research project, and a student prepared portfolio 
packet which includes the student's reaction to legal 
dilemmas, statement of philosophy as well as a design 
and philosophic rationale for their future ideal class-
room. 
In reflecting on his role as facilitator /instructor, the 
author gathers information from a variety of sources. A 
practice which the author adopted several years ago 
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was to invite colleagues to attend one or more classes 
in order to provide me with feedback on content and 
methodology. "I inform the students that this is a process 
from which I gain a great deal, and provide it as a 
model which they may wish to incorporate into their 
future practices. " 
Feedback from colleagues has been affirming and 
helpful. An instructor wrote after visiting a class on legal 
issues wrote: 
"The (introductory) videotape provided a good 
example of a range of issues that relate directly to legal 
issues with teachers and students. The use of a dia-
grammed flow chart helps provide a schema for the 
student. It is helpful for them to attach the information 
to a visual symbol. The elements of business associa-
tions, zoning issues etc. was helpful for me. It would be a 
good thing for me to involve when I deal with legal/ethi-
cal issues." 
Student evaluations of the course are generally 
quite positive. Student feedback often relates their 
appreciation of being actively involved in their own 
learning and the relevancy of topics covered. 
Application to Other Disciplines 
If one views learning as a dynamic process of con-
structing new knowledge and abilities, it follows that 
classroom process should reflect and highlight this priori-
ty. General behavioral outcomes of classes the author 
teaches are for students to gain skills in collecting and 
weighing the merits of relevant information; active 
engagement in dialog with peers concerning these 
issues, and acquiring the information necessary to con-
struct new models of understanding a variety of topics. 
The author's role as the instructor is to provide informa-
tion, facilitate dialog, challenge assumptions and pro-
vide a contact to support students in constructing new 
meaning. 
Whether one teaches in arts and sciences, humani-
ties or liberal arts, an emphasis on action research, 
focused debate, sharing of discoveries, and weighing 
of evidence are best taught through active participa-
tion in these processes. A study by Gibb and Gibb 
(l 952) reported that when students were taught with a 
"participative-action" method, they demonstrated 
greater role flexibility and self-insight. More recent 
research confirms the importance of active engage-
ment in critical thinking skills (Stice & Eble, 1987). In reali-
ty, these are the means through which knowledge is 
brought to life and affects the learner most profoundly. 
Back to the Future 
My future plans for this course include: refinement of 
class themes and projects, increasing efforts to inte-
grate course content with other education classes in 
the preservice sequence, and inclusion of resource 
material such as the use of additional primary source 
material. I am also exploring ways to use technology to 
present vivid examples of how philosophical choices 
are translated into classroom realities. 
Foundations classes can provide a valuable context 
for the legacy teachers inherit as well as the journey 
they are beginning. Our challenge is to make founda-
tions courses the vehicle through which future educa-
tors begin thoughtful reflection for the critical choices 
they will soon be making. 
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Abstract 
The research was conducted to test the hypothe-
sis of whether parental language involvement in chil-
dren's early learning activities is a significant predic-
tor of children's literacy readiness. Three important 
variables were explored: (l) the incidence and dura-
tion of reading activities provided by parents to chil-
dren since birth, (2) the incidence and duration of 
oral language interaction between parents and chil-
dren, and (3) the extent to which parents were 
model readers. The dependent variable in this study 
is the score acquired from a literacy readiness test 
(TOLD-p: Test of Language Development-primary) . 
A Stepwise Multiple-Regression Analysis was used 
to determine the relationsh ip between the three 
independent variables and the dependent variable 
(score on TOLD-p). The result of the Stepwise Multiple-
Regression indicated that the best predictor of litera-
cy readiness among parental oral reading, oral 
language interaction, and model reading is parental 
oral reading explaining 15% of the variance of 
TOLD-p . 
Introduction 
Parent involvement in children's literacy develop-
ment has attracted extensive research for several 
decades. For decades, researchers in psychology 
and sociology have studied the relationships 
between reading achievement and family environ-
ment, such as, socio-economic status, parent educa-
tion levels, language of the home, availability of 
reading materials in the home, and reading habits of 
the family. Studies generally show positive, moderate 
correlations between such variables and reading 
achievement (Chomsky, 1971; Doiron & Shapiro, 
1988; Fitzpatrick, 1992; Greaney, 1986; Hansen, 1969; 
Matthias, 1995; Morrow, 1983; Ortiz, 1993; Simmons & 
Lawrence, 1981 ; Taylor & Dorses-Gaines, 1988). The 
studies report that parents are the child 's first teach-
ers. The parental influence at home is vital to the ini-
tial acquisition and continued growth of children's lit-
eracy readiness. However, it is rather valuable for 
practitioners and parents to understand the correla-
tion by looking more at what families do with lan-
guage and children to promote literacy develop-
ment than descriptions of the characteristics of the 
families. This study attempts to identify those factors 
which are most important among three home lan-
guage activities engaged by parents and children 
since the birth of the child. These activities are oral 
reading, oral language interaction, and parent 
model reading. It is a unique study in terms of the 
combination of home literacy activities as variables 
to test the hypothesis that children's literacy readi-
ness is enhanced by parent level of language 
involvement. 
Review of Literature 
Most of the literature which has been reviewed in 
preparation for this investigation described the pow-
erful influence the early home environment has on 
the development of a child's literacy readiness. It 
seems that many language experiences in that early 
home environment contribute to a child's acquisition 
of literacy readiness. 
Parents' reading aloud to their children has been 
viewed as the most important aspect of young chil-
dren's literacy experience. A reasonably compre-
hensive review of storybook reading was provided by 
Teale (1987) and Fitzpatrick (1992) . Parents' reading 
to children not only develops children's vocabulary 
and knowledge of language structure but also instills 
in them a sense of reading as an important and 
enjoyable personal and social language activity . 
Adams (1990) and Morrow (1995) also stated that the 
single most important activity for developing the 
knowledge and skills required for reading appears to 
be reading aloud to children on a regular basis. Simi-
larly, Staiger (1990) proposed that the infant in a 
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mother's lap who is read to - even if the stories are 
not understood - learns that reading is a comfortable 
experience and that words and pictures must be 
good. 
Another important activity in developing ch il-
dren 's literacy readiness is oral language interaction 
engaged by parents and children since the birth of 
the child. Children have, through oral interactions, 
learned to attend to language and respond to its 
meanings in new situations. Undoubtedly, talking is 
an important human activity. It is always part of the 
human environment. Since talking serves to help 
both children and adults pursue their interests, prob-
lems, and intricacies of life, it automatically leads to 
preschoolers ' emergent literacy. Snow and Perlimann 
(1985) viewed that language power develops 
through a child 's interaction with an adult. This has 
also been the opinion of scholars like Halliday (1975) 
and Holdaway (1979). They see language acquisition 
as an active interpersonal process. They propose that 
children acquire language as they need it in order to 
make their presence known to those around them, to 
find out about things in their environment, to tell oth-
ers their ideas, to accomplish goals, or to socialize . It 
must be stated, however, that children need many 
experiences with real objects during oral language 
interaction in a meaningful home environment. The 
more concrete, hands-on sensory experiences a 
child brings to reading, the more words will mean. It is 
easier for him to read "avocado" if he has peeled 
one, eaten the fruit, planted the seed, watered it, 
cared for it and watched it grow (Chapey, 1986). This 
view is also supported by Goodman (1990) and 
Chambers (1977) who suggest that behaviors seem-
ingly unrelated to the reading event itself contributed 
significantly to literacy development. Daily routines 
engaged in by the mothers, which reflected the 
amount of time spent in one-to-one interaction, 
emerged as critical. By helping to develop the chil-
dren's spoken language skills in daily living incidents, 
parents are building the foundation for reading and 
writing skills. Fitzpatrick (1992), Chapey (1986), Ernst 
(1979), and Kelly (1981) also emphasized the impor-
tant role of parents who can use many opportunities 
that arise each day to foster their children's oral lan-
guage development. 
Parent model reading is also identified as a criti-
cal factor in developing children's literacy readiness. 
Parents must let their children see them read for plea-
sure since children naturally imitate the behavior of 
their parents whom they love. If parents demonstrate 
a love of reading to their children and share this 
activity with them, then a positive framework for 
learning is established. When reading books, recipes, 
coupons, magazines and newspapers, parents can 
pause occasionally to share ideas that will interest 
the children. From these experiences, children learn 
that reading is enjoyable and provides the reader 
with a wealth of information (Simmons & Lawrence, 
1981 ). After examining the influence of parents on 
the reading skills and habits of their children, Gre-
aney (1986) reported that children who learn to read 
early and develop the habit of leisure reading tend 
to have parents who themselves read. Kontos (1986), 
Nebor (1986), and Morrow (1983) also found that 
young children must have an environment where 
they see adults write, read, and converse in a mean-
ingful way. 
The vast majority of studies overwhelmingly con-
firm that parents are a powerful resource for increas-
ing children's reading achievement. It is generally 
claimed that a child's success or failure as a reader is 
shaped more by the influence of the home than by 
the school. The home environment will assist children 
in developing language and personal self esteem 
and long term enthusiasm for learning. It is therefore 
incumbent upon parents to provide our children with 
a rich and stimulating environment, while being lov-
ing and supportive of the child's individual learning 
style (Cuckle, 1996). 
Method 
Subjects 
The subjects for this study are forty native English 
speaking four-year-old children and their parents 
who attended the ECFE (Early Childhood Family Edu-
cation) program in a large urban midwest school dis-
trict in Minnesota. Among the fifteen ECFE program 
sites in St. Paul school district, three sites (Northwest, 
Northcentral, and Summit-University) are involved in 
this study. 
Instrumentation 
Data from two sources were used in this investi-
gation: (l) children's scores on the TOLD-p (Test of 
Language Developmentprimary) and (2) information 
gathered from the response of parents to the Home 
Literacy Environment Questionnaire. 
In this study, the literacy readiness scores were 
obtained using five subtests of TOLD-p (Test of Lan-
guage Development-p). These subtests are Picture 
Vocabulary Test, Grammatic Understanding Test, Sen-
tence Imitation Test, Word Discrimination Test, and 
Word Articulation Test. A Home Literacy Environment 
Questionnaire was answered by each of the parents 
in the sample population. The questionnaire was 
designed and used to determine the degree of 
parental involvement in developing children's litera-
cy readiness. The home language environment was 
defined as (l) the amount of reading given to chil-
dren by primary care-givers since birth, (2) the 
amount and incidence of child-parent language 
interaction with primary care-givers, and (3) the 
extent to which model reading activities occurred in 
the home since the birth of the child. Most of the 
important questions have the highest score on a five 
point scale. Other less important questions have a 
maximum of three. For open-ended questions, scores 
are based on the criteria of responses by primary 
care givers (See Appendix). 
Procedure 
The TOLD-p were administered to forty subjects to 
predict preschool children's literacy readiness from 
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home literacy environment using step-wise multiple 
regression . The TOLD-p was hand scored by the 
researcher and trained specialists. 
The four year old children in the three ECFE sites 
(Northwest, Northcentral, and Summit-University in 
Minnesota) whose parents consented to the study 
were involved in this study. These children were indi-
vidually tested by two University professors and a 
team of three education graduate students trained 
in the use of TOLD-p instrument. 
The examiners gave no more than two of the five 
subtests at any one sitting and the children were 
rotated from examiner to examiner to provide exer-
cise and to decrease the likelihood that children 
would be inattentive due to fatigue. Meanwhile, the 
parents involved in this study were asked to answer 
the home literacy environment questionnaire in the 
parent rooms in the ECFE centers. The author was 
available at all times to answer any questions that 
parents might have had in filling out the question-
naire and in assisting them in understanding all ques-
tionnaire items. Each child and parent spent approxi-
mately 20 to 30 minutes once during a two week 
period for all the study tasks. 
Major findings and conclusion 
A stepwise Multiple-Regression was used to find 
out the significant predictors of preschool children's 
Literacy Readiness and the variance explained by 
the three variables (Oral Reading, Oral Language 
Interaction and Model Reading). The table below is 
the summary of the analysis. 
Table 
Summary of regression results for preschool 
children's literacy readiness 
Variable MultipleR 
Oral Read .38 
Model Read .44 














The table shows that parent oral reading (R2=. l 5) 
was the best predictor and most significantly corre-
lated with preschool children's literacy readiness. The 
analysis of the results supports a positive correlation 
between "being read to at home" and the level of 
language development of young children. It is self-
evident that children enjoyed hearing stories read to 
them. The language stimulation of story reading is a 
primary activator in children's literacy readiness. 
Parent model reading (R2=. l 9) to children was 
the second best predictor in predicting overall litera-
cy readiness. This result confirms the fact that parent 
model reading is positively related to acquired litera-
cy skills in preschoolers. Parent model reading, how-
ever, was not significantly related to the TOLD-p. In 
general, all children who are fluent readers have 
been influenced by parents who themselves are avid 
readers. 
For the overall TOLD-p test score, regression 
results showed that oral language interaction 
(R2=.21) is not a statistically significant predictor of lit-
eracy readiness after oral reading and model read-
ing variables have been accounted for. The above 
finding does not preclude an assumption that par-
ent-child interaction about stories, words, and experi-
ences may be related to growth in literacy learning. 
This study suggests that a combination of specific 
interactive language factors in the home environ-
ment is related to the development of children's liter-
acy readiness. The primary agent in the home lan-
guage environment as is demonstrated here in the 
"parent." The results suggest that a holistic language 
approach is effective. 
This study has some implications for both parents 
and teachers. For parents, it awakens them to the 
importance of the many language experiences 
needed by children as they mature in literacy readi-
ness. With the present study, parents become sensi-
tive to the fact that the best learning activities are 
parent language activities at home. Parents have 
discovered that reading to children, oral language 
interaction, and parents' model reading are creative 
and powerful language learning tools readily at 
hand at all times. For practitioners, this study rein-
forces and reemphasizes the importance of actively 
seeking early interactive school-home literacy devel-
opment efforts. 
Appendix 
Scoring Guide For Open-Ended And 
Multiple Choice Questions On 
Home Literacy Environment Questionnaire 
Oral Reading 
1 . How often did you read to your child at the age 
of infant, one, two, and three years? 
(Sum of the response) 
infant age one age two age three 
rarely l l 
about once a month 2 2 2 2 
about once a week 3 3 3 3 
daily 4 4 4 4 
more than once da ily 4 4 4 4 
2. What is the number of times the same book is 
read aloud? 
read a book only once 
read a book twice 3 
read a book more than three times 5 
3. How much time do you watch T.V. as parents? 
more than 3 hours a day 1 
about one and one-half hours a day 3 
less than an hour a day 5 
4. How much time does your child spend with you 
watching T.V.? 
more than 3 hours a day 5 
about one and one-half hours a day 5 
less than an hour a day 5 
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5. How many books does your child have in your 
home? 
more than 50 5 
about 20-30 4 
about 5-10 3 
less than 5 1 





7. How often does your child attend the storybook 
hour? 
4 points: regularly (weekly) 
3 points: once a month 
2 points: summer season only 
1 point: twice a year (rarely) 
0 points: not at all (never) 
Oral Language Interaction 
8. How often do you read to your child now? 
rarely 0 
about once a month 1 
about once a week 3 
daily 5 
more than once daily 5 
9. How do you get your child involved during the 
time you read aloud? (sum of the response) 
point to pictures 1 
ask questions 1 
allow to participate by turning pages 
allow to react verbally or with sounds or emotions 
such as laughing 1 
other 1 
10. Do you have any book activities following the 
reading of a book? (sum of the response) 
don't do anything in particular 0 
talk about or discuss the story l .25 
read the same book over l .25 
read another book l .25 
ask some questions about the story l .25 
11 . How often does the child go on outings with you 
(for example, trips to special places, shopping, visits 
to friends, etc.) per week? 
more than six times a week 3 
about four times a week 2 
less than twice a week 1 
12. In what ways does you child engage in pretend 
reading or writing at home? 
5 points: concrete and observable responses 
3 points: abstract response 
0 points: no response 
13. What are some of the T.V. programs you child 
likes to watch? 
5 points: discussion of concrete events and char-
acters as presented on TV 
3 points: calling attention to the picture without 
relevance to presented issues. 
0 points: absolute or moderate silence. 
14. During the time your c hild was growing, how was 
he/she encouraged to read? 
5 points: modeling and provision of concrete liter-
acy material with oral language interaction 
4 points: provision of material without modeling 
3 points: verbal encouragement 
0 points: no response 
15. How do you share what you read with your 
child? 
5 points: retelling the story, relating the story to 
the child's experience, showing the child pictures, 
and answering the child's question 
3 points: talking about the book without concrete 
illustration. 
0 points: no response 
16. Who do you think should give help in learning to 
read with preschool children? 
5 points: everybody for example, parents, siblings, 
grandparents, teacher, other family member 
4 points: parents and teacher 
3 points: parents 
O points: no response or reading specialists 
Model Reading 
17. How much time to do you spend reading? 
more than l O hours a week 5 
about 5 hours a week 4 
about 2 hours a week 3 
less than l hour a week l 
18. How much time does your spouse spend read-
ing? (if applicable) 
more than l O hours a week 5 
about 5 hours a week 4 
about 2 hours a week 3 
less than l hour a week l 
not applicable 0 
19. How important do you think reading has been in 
your life and work? 
very important 5 
important 3 
unimportant l 
not very important 0 
20. How often does your child see you or your spouse 
reading? 




21 /22. What are your/your spouse's (if applicable) 
three leisure activities with rank #l being most 
favorite? 
For each question, 5 points are assigned if read-
ing ranked in the top 3 favorite leisure activities. 
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Alternative Teacher Certification Program: 
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Abstract 
A study was conducted to investigate the con-
cerns of teacher graduates from a university-spon-
sored alternative certification program. The results of 
two questionnaires indicated concerns with behavior 
management and excessive paperwork. Inclusion of 
students with disabilities was perceived to be a prob-
lem by both general and special educators. The 
respondents expressed a desire to continue teaching 
in spite of problems encountered during their intern-
ships. 
Teacher shortages have prompted departments 
of education in several states to develop alternative 
routes to teacher preparation programs (Graham & 
Million, 1986), The traditional route requires a bac-
calaureate degree in education, which includes sev-
eral pedagogical courses, Alternative certification 
programs (ACP) bypass the traditional university cur-
riculum and offer a minimum of education courses. 
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Candidates to the program are nontraditional stu-
dents with bachelor degrees in fields other than edu-
cation. 
California and New Jersey headed the move-
ment circumventing traditional teacher education 
programs by authorizing alternate routes to train 
teachers. California passed legislation in 1983 
approving the program for secondary teachers only 
and placed the first interns in 1984, The law was 
changed in 1987 to expand the program to include 
bilingual and elementary teachers (Feistritzer & 
Chester, 1991 ). In 1985, the New Jersey Department 
of Education implemented an alternative to the his-
torical teacher certification route to attract compe-
tent college graduates from business, industry, and 
other areas, into the education arena. All fields, 
except special education, vocational education, 
bilingual education, and English as a second lan-
guage were initially included in the program (Coop-
erman & Klagholz, 1985). 
Following California's and New Jersey's initiatives, 
numerous states have developed alternative routes 
to educating teachers in spite of criticism directed at 
the unorthodox procedures utilized in the alternative 
programs (Hazlett, 1984; Dial & Stevens, 1993). Alter-
native certification programs fall into three major 
models. In some programs, university graduates from 
various disciplines are permitted to teach under the 
guidance of a mentor teacher and a university 
supervisor while earning university credit hours during 
the school year or summer. In other programs, a state 
or local agency holds major responsibility for pro-
gram design and training, Additional university cred-
its are either limited or not required. The interns are 
placed in teaching positions with support from men-
tor teachers and are supervised by local or state 
supervisors. In a third model, an institution of higher 
education has major responsibility for the design and 
preparation, and often collaborates with school dis-
tricts and state education agencies in the supervision 
phase of the program (Feistritzer & Chester, 1991 ). 
Reactions to the nontraditional preparation pro-
grams have been mixed. University teacher educa-
tors are generally skeptical about the models which 
curtail pedagogical study. They question the effec-
tiveness of the mentorship supervisory practices and 
the lack of professional knowledge base training 
(Goodlad, 1990; Hazlett, 1984; Smith, 1991). Support-
ers of the program cite the relevancy and practical 
aspects of the internship program and the support 
given in actual situations (Dill, 1990; Dill & Stafford, 
1992). 
The Texas Plan 
In Texas, three distinctive models for training 
teachers emerged as a result of cooperative efforts 
between the universities, the state education centers 
and the school districts. The legislature and the state 
board of education in Texas have supported alterna-
tive certification for teachers as an additional means 
of providing teachers for Texas classrooms. In addi-
tion, alternative certification programs were intend-
ed to provide staffing alternatives to districts with criti-
cal shortages of applicants. Program costs and 
requirements vary across the state and must meet 
approval of the State Board of Education in Texas. 
The school district model was the original model. 
It was developed in the four large districts of Houston, 
Pasadena, Dallas, and Fort Worth. School district per-
sonnel provided the majority of the training with a 
minimum amount of university coursework. Emphasis 
was placed on preparation for the urban classroom 
and working with at-risk students. The ACP interns 
were supervised by district supervisors and taught 
with the assistance of mentors, who were experi -
enced teachers in the interns' areas of teaching. The 
Houston Independent School District was a pioneer in 
developing the alternative certification program in 
1990 and the district ran 200 teachers through the 
program in its first year. In 1992, the program graduat-
ed 750 teachers. Unfortunately, abuses such as slop-
py record keeping, substandard requirements, and 
fraud in recruiting foreign-born candidates for the 
bilingual program led to an intense investigation and 
suspension of the program (Markey, 1994). In 1995, 
the program was reinstated and restructured based 
on strict adherence to standards (Staff, 1995). 
In the education service center model, there is 
limited higher education supervision and coursework. 
Most of the training is based on clock hour delivery 
systems instead of university credit hours. The interns 
seek employment in school districts and rely heavily 
on the expertise and assistance of master teachers 
who serve as mentors. The education service centers 
provide limited supervision and collaborate with the 
interns' school administrators. This model serves multi-
ple school districts in Texas. 
In the institutions of higher education model, uni-
versity courses provide the core of the curriculum. 
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The universities collaborate with school districts in the 
preparation of interns. Supervisors from both institu-
tions oversee the field-based components and the 
interns function as teachers of record under the guid-
ance of teacher mentors (Alternative Teacher Certifi-
cation Program, 1993; Alternative Teacher Certifica-
tion in Texas, 1993). The interns are required to com-
plete university coursework before and during the 
internship. Workshops are conducted for the interns 
by university faculty to provide additional staff devel-
opment in education methodology. 
The University of Texas at Brownsville Model 
In 1986, The University of Texas at Brownsville 
developed an alternative certification program with 
the surrounding school districts and the state educa-
tion center. The program is strongly supported by an 
advisory committee composed of university faculty 
members and school district personnel. It is divided 
into five separate tracts: elementary, secondary, ele-
mentary /bilingual, English as a second language, 
and mild-moderate generic special education. The 
prerequisites are adapted from the recommenda-
tions proposed by Roth and Lutz (1986). These 
include: 
l. a bachelor's degree with at least a 2.5 grade 
point average, 
2. twenty-four credit hours in the teaching area, 
3. a passing score of 220 on the Texas 
Academic Skills Proficiency Test, 
4. thirty clock hours of field experience, and 
5. application and formal interview. 
The interns must complete university courses as 
required by their chosen track. The number of cours-
es vary from 12 credit hours for secondary education, 
15 credit hours for English as a second language, 18 
credit hours for elementary education, and 21 credit 
hours for generic special education and bilingual 
elementary education . Interns must also complete 
one year of internship under the guidance of a men-
tor and the supervision of a university supervisor. Fol-
lowing the first semester of internship, interns must 
pass the Examination of Certification for Educators in 
Texas (ExCET). Upon completion of the requirements, 
the interns are recommended for certification. Cer-
tificates received through an Alternative Certification 
Program enable recipients to teach in the certificate 
area anywhere in Texas, and reciprocity is available 
in many other states. 
Method 
Faculty members involved in the Alternative Cer-
tification Program at The University of Texas at 
Brownsville developed two questionnaires to deter-
mine areas of need and concern, and to plan for 
program improvement. One questionnaire was 
developed for general educators and one for spe-
cial educators. Both questionnaires had a demo-
graphic section and 14 items utilizing a five point Lik-
ert Scale ranging from strongly disagree to strongly 
agree. Seven items dealt with teaching issues, six 
items addressed training and development, and the 
last question inquired about intentions to remain in 
the teaching profession. An additional section was 
provided for personal comments. The two question-
naires were similar except for one item. One item 
included in the general educators' questionnaire 
addressed competency in developing lesson plans. 
An item in the special educators' questionnaire 
addressed the Individualized Education Plan (IEP). 
The questionnaires were mailed to 60 special 
education teachers and 400 general education 
teachers who had completed the Alternative Certifi-
cation Program. The subjects were randomly select-
ed from the program's database and included 
teachers at the elementary and secondary levels. 
Twenty-one special education and 189 general edu-
cation teachers responded. The data from the four-
teen items were tabulated and results were calculat-
ed as percentages. The concerns mentioned in the 
comments section were categorized into ten factors. 
Results 
Three major problems, as indicated by both spe-
cial education and general education teachers, 
were excessive paperwork, behavior management, 
and difficulties associated with inclusion of students 
with disabilities in general education classes. Sixty-
two percent of the special education teachers 
reported problems with the general educators ' 
acceptance of students with disabilities, and 40% of 
the general education teachers reported problems 
with special education students in their classrooms. 
Forty-eight percent of special education teachers 
and 16% of general education teachers indicated 
problems with school administrators. A smaller per-
centage of general education teachers (23%) report-
ed difficulties with mentor teachers; whereas 62% of 
special educators had difficulties receiving assis-
tance from mentors. 
Thirty-four percent of special educators and 18% 
of general educators indicated difficulty with univer-
sity coursework. The special education group regard-
ed ACP personnel as more of a problem (29%) than 
Figure 1 Figure l presents selected 
demographics of the teachers in 
the study. White teachers constitut-
ed 31 % and Hispanic teachers 
constituted 63%. Sixty-four percent 
of the teachers were female and 
36% were male. Thirty-five percent 
of the teachers were between the 
ages of 20 and 30 years old; 44% 
were between the ages of 30 and 
40; 13% were between the ages of 
40 and 50; 5% were over fifty years 






Thirty percent of the teachers 
who completed the program held 
bachelors degrees in liberal arts; 
28% held degrees in business; 15% 
held degrees in math, science or 
technology; and 13% held degrees 
in social science. The remaining 
percent held degrees in communi-
cation, kinesiology, parks and 
recreation . (See Figure l .) 
Teachers identified various rea-
sons that led them to choose 
teaching as a career. Fifty-one 
percent reported that they chose 
teaching because they liked to 
teach; 41 % indicated that they 
wished to contribute to society; 
41 % stated that they liked working 
with children; 16% cited economic 
need, and l 0% were unable to 
find a job in their field . Thirteen per-
cent selected other reasons for 
choosing teaching as a career. 
The figures totaled to more than 
l 00% due to multiple responses . 
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Figure 2 - Reasons for Choosing Teaching 
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the general education teachers (13). The Examina-
tion for Certification of Educators in Texas posed 
more of a problem for the special education teach-
ers (38%) than for the general education teachers 
(17%). Neither group appeared to have problems 
with teaching academic content. The special edu-
cation group identified interruption of teaching as a 
concern (62%) and the general education group 
wanted more time for planning (33%). Eighty percent 
of both groups planned to continue teaching in spite 
of difficulties. 
The general education and special education 
teachers wrote comments indicating similar concerns 
regarding their training and their subsequent teach-
ing experiences. Inadequate training in behavior 
management and preparation of lesson plans were 
considered to be problematic areas by both groups. 
The comments reflected a need for additional class-
room experience prior to assuming the responsibility 
of teaching. The special educators were concerned 
about their classroom assignments. Many of them 
were given positions teaching students with behavior 
and emotional disorders. Concern for lack of 
parental involvement was more often cited by spe-
cial educators than by general educators. Time man-
agement was a concern for both groups. They were 
expected to teach all day and were required to 
attend evening classes and participate in numerous 
Saturday workshops throughout each semester. ( See 
figures 3 and 4.) 
Discussion and Recommendations 
A shortage of teachers will continue to exist 




A - Like to Teach 
B - Want to Contribute 
to Society 
C - Like to Work with 
Children 
D - Economic Need 
E - Unable to Find a Job 
F- Other 
teacher programs are essential for training effective 
educators. In spite of problems cited by the teachers, 
a majority indicated that they would remain in the 
teaching profession. The teachers' desire for a stable 
career may be attributed to their maturity level and 
life experiences. The average age of the ACP gradu-
ates was 32 years, and teaching was a second cho-
sen career. 
In addressing discipline concerns of the teachers, 
university programs should include additional training 
in behavior management. This training should 
emphasize proactive as well as reactive strategies. 
Prospective teachers must be aware of the various 
models and procedures to help students to grow in 
social and emotional competence. Students can be 
taught self-discipline and responsibility when teach-
ers are knowledgeable in management techniques. 
Collaboration skills are needed for working with 
mentors, administrators and colleagues. Collabora-
tion training should include knowledge in building 
team consensus, and effective communication and 
negotiation skills. In addition, understanding various 
personality types can facilitate accommodation to 
others and minimize territorial problems (Meisgeier & 
Richardson, 1996). Effective collaboration requires 
the capacity to set aside personal agendas in order 
to achieve group goals. Collaboration between spe-
cial and general educators is essential to achieve 
inclusion of students with special needs in the gener-
al education mainstream. 
Inclusion of students with disabilities appeared to 
be a major concern for general and special educa-
tors. Inclusion is a national controversial concern, and 
most teacher training programs are not preparing 
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teachers to deal with this problem. Even though 37 
states require some special education coursework for 
teacher candidates, traditional teacher preparation 
is inadequate to meet the needs of all teachers and 
students (Welch, 1996). Universities must explore new 
ways to educate candidates to deal with a broader 
J 
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array of student diversity, which includes students 
with disabilities. 
School districts are becoming increasingly diverse 
in student population. The percentage of minority 
teachers in American schools is declining, while the 
number of students from minority groups is escalat-
ing . In a national suNey, Feistritzer (1993) found that 
in Texas, only 9% of graduates from traditional 
teacher training programs were from minority groups, 
whereas 43% of graduates from alternative certifica-
tion programs are minorities. This was confirmed in 
this study, where the majority of the teachers (63%) 
were from Hispanic ethnicity. This is especially rele-
vant to the 96% Hispanic student body of the Lower 
Rio Grande Valley of Texas. 
An alternative certification program, when prop-
erly implemented, can provide effective teachers. 
However, safeguards must be placed to protect the 
integrity of the teaching profession. Applicants to the 
program should be carefully screened and the inter-
view procedure should include a mechanism to 
determine an avocation to teaching. Haberman 
(1991) proposes five standards of excellence for judg-
ing teacher education programs. These are teacher 
attributes; the teaching expertise of teacher educa-
tors; the means through which content is best 
learned; evaluation of the training programs; and the 
knowledge, behaviors, beliefs, attitudes and values 
of future teachers. There are no short cuts to good 
teaching. The alternative program should be moni-
tored carefully by an advisory council composed of 
university faculty, school district personnel, communi-
ty members, parents and students. This provides a 
means for quality control and total participation. A 
sound knowledge base and practical application 
are both needed to develop excellent educators. 
Careful planning, as well as a disposition to take risks, 
are necessary for upgrading teacher training. 
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With the advent of student testing initiatives and 
increased pressure for performance standards, the 
need to be more competitive and incorporate the 
best educational practices within our schools has 
become critical. Educators have been implementing 
a variety of processes with varying degrees of suc-
cess in an attempt to make meaningful school 
improvements (French & Bell, 1995). Benchmarking 
can offer a viable process in identifying the best edu-
cational practices which can be utilized in achieving 
school improvement. 
Benchmarking Defined 
Benchmarking, an outgrowth of the Total Quality 
Movement, is a process of identifying the best prac-
tices of other schools and adapting these practices 
as a basis for achieving improved student perfor-
mance. Establishing standards based upon nation-
wide school practices should be a critical compo-
nent of every school improvement plan. "Dantotsu," 
a Japanese term, when translated means striving to 
be the "best of the best," which is the essence of the 
benchmarking philosophy (Camp, 1995). While 
benchmarking has been largely used in business and 
industry, this process can be adopted by educators. 
The benchmarking process was first used by the 
Japanese to seek out the best practices of their 
competitors and adapting them for their own use. 
The notion is to obtain superiority by practicing what 
the best companies are doing and continuously striv-
ing to make quality improvements. While the ultimate 
goal of benchmarking is to improve student perfor-
mance, other benefits include increasing staff morale 
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and motivation, parent and community involvement, 
teamwork, innovative ideas, and preventing the 
implementation of educational practices that are 
destined to fail. The benchmarking process consists 
of a five-phase process of planning, assessing, 
researching, adapting, and evaluating (see Figure l ). 
Figure 1 






Phase One - Planning 
This first phase, planning, begins with the adminis-
trator establishing a clear vision statement that 
reflects the needs of the students. This vision state-
ment should represent a crystallized long-range pic-
ture of what should be accomplished (Daresch, 
1995). The development of the vision statement, or 
revision of an existing one, should be aligned with 
state and district vision and goals. This vision also rep-
resents the basis upon which the benchmarking 
process is undertaken. 
Phase Two - Assisting 
The purpose of Phase Two, assessing, is to clearly 
identify the organization 's strengths and areas in 
need of improvement (i.e ., the major educational 
problems and issues faced by the school). The identi-
fication of these strengths and weaknesses become 
the issues to be later benchmarked . These bench-
mark issues might include curriculum and instruction, 
safety and security, attendance, discipline, technolo-
gy, student transportation, facilities and resources, 
student centeredness, scheduling, parent and com-
munity involvement, and student achievement stan-
dards. 
This information can be collected through a sys-
tematic use of organizational surveys, employee 
interviews, or focus groups (Greenberg and Baron, 
1993). While the respondents must include the teach-
ers, other people such as the school staff and par-
ents could also be included. The results of the assess-
ment should be given to the respondents through a 
feedback session. The session could conclude with 
the administrator explaining the benchmarking 
process and how they will participate in the process. 
Phase Three - Researching 
Based upon the organizational assessment the 
administrator should identify the specific issues to be 
benchmarked and then establish benchmarking 
teams (i.e., researching phase). Each team should 
be responsible for a specific benchmarking issue . 
While any number of teams can be established 
depending upon the needs of the organization, a 
smaller number of teams is generally most manage-
able. 
The teams should consist of stakeholders who 
genuinely desire to work on the given issue or who 
are associated with the issue by nature of their work 
responsibilities. For example, if the issue is to improve 
attendance, the school attendance officer should 
be on this team. A listing of each team and issue 
could be announced and posted on a bulletin 
board where interested candidates could sign up. 
Figure 2 
Methods of Benchmarking 
I. External Educational Sources 
* Other school districts 
* Schools within the district 
* Colleges and universities 
II. Internal Educational Sources 
* Departments within the school 
* Experts within the school 
* School Library and Internet 
Ill. Information Resources 
* Articles and Journals 
* Government agencies 
* Professional organizations 
* Seminars and workshops 
* Commercial products 
IV. Outside Professionals 
* Professional consultants 
* Educational vendors 
* Libraries and resource centers 
V. Other Contacts 
* Parents and community 
* Local school board members 
* Business and government 
There are several methods that can be used in 
the benchmarking process (see Figure 2). For exam-
ple, if the goal is to improve student reading mem-
bers could utilize several benchmarking methods 
such as visiting other school reading programs, con-
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tacting outside universities and vendors, consulting 
reading experts, attending professional association 
conferences, and reviewing magazines and journals 
on reading . The entire team could work together in 
using several methods or selective methods could be 
used by individual members. The members could 
later pool their findings together for group discussion. 
The team would then develop their final proposal 
describing the best practice(s) for adoption by their 
school. 
Each benchmarking team could also be given a 
name that is most closely associated with the nature 
of the issue. For example, team names might include 
the Reading Improvement Team, Attendance Team, 
Multicultural Team, Discipline Team, Gifted Team, and 
the Finance Team. The length of time a team exists 
depends upon the complexity of the issue being 
addressed. Some teams may need to accomplish 
short-term benchmarking tasks such as investigating 
the best practices for student conflict mediation, 
while other teams may require long-term existence 
for researching the best district-wide school improve-
ment plan. 
Phase Four - Adapting 
Once the benchmarking team has completed its 
proposal of describing the best educational prac-
tice(s), an action plan for adapting the practice(s) 
should then be developed and implemented. The 
benchmarking team is not necessarily responsible for 
actually implementing the action plan. However, the 
benchmarking team could work with the appropri-
ate individual or department in implementing the 
action plan. For example, the Attendance Bench-
marking Team might develop a program for improv-
ing student attendance, but an administrator or 
dean may ultimately implement it. The benchmark-
ing team might stay "on the sidelines," and help in 
monitoring the progress, or act as a liaison in commu-
nicating the results with the staff. 
Phase Five - Evaluating 
Upon implementation of the action plan, the 
benchmarking team could work with the appropri-
ate department or individual in evaluating the results 
of the action. Follow-up surveys, individual and group 
interviews, student assessments, and benchmarking 
comparisons can be effective methods to assess the 
results of the action plans. 
An important segment of the process is to reward 
the benchmarking team members for their efforts 
and achievements. Various intrinsic rewards systems 
can be used, such as t-shirts, buttons, certificates, 
and luncheons. The members might also be paid for 
their work. 
As the results of actions are evaluated, the 
benchmarking team might also continue their 
benchmarking as a continuous improvement 
process. The continuous improvement process entails 
the constant pursuit of quality improvement in all 
aspects of the organization (Ciampra, 1992). 
Summary 
Like any process, every organization is a living 
organism all to itself and the benchmarking process 
should be tailored for the school. Roadblocks such as 
lack of time and resources will undoubtedly be 
encountered and the administrator will need to be 
able to adjust the process. However, the use of the 
benchmarking process can offer a viable approach 
in discovering the best practices of other schools and 
in creating meaningful school improvements. 
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Cognitive Variances in 
Preservice Teachers' Perceptions 
Harry M. Teitelbaum 
"The connectedness of things is what the educator contemplates to the limit of his capacity. No human capacity is great enough 
to permit a vision of the world as simple, but if the educator does not aim at the vision no one else will, 
and the consequences are dire when no one does." - Mark Van Doren -
Harry Teitelbaum is Associate 
Dean, College of Education, at 
Kutztown University in Pennsylva-
nia. He earned his masters and 
doctorate degree from the Uni-
versity of Massachusetts, Amherst, 
where he served as Ford Founda-
tion Fellow. Teitelbaum has 
numerous years of experience in 
the field of teacher education. 
He served as Director of Teacher 
Edu cation at the University of 
Portland, taught graduate and 
undergraduate education cours-
es, and was responsible for field 
experiences placements and 
licensure. Other academic 
appointments include the Univer-
sity of Texas at San Antonio and 
Fort Hays State University. A former teacher and principal, he also 
served as assistant superintendent for the West Sacramento, CA 
Public Schools and district superintendent in Penn Valley, CA Teitel-
baum is internationally known for his writings and presentations on 
preservice education, induction, and mentoring. He has presented 
at conferences in Paris, Tel-Aviv, and Athens. As Fulbright Scholar to 
New Zealand, he also worked closely with teacher training institu-
tions throughout the country for the U.S. State Department. Current-
ly, he serves as the founding president of the Oregon Association of 
Teacher Educators and on Kappa Delta Pi's International Member-
ship Committee. He is also active in various national and interna-
tional professional organizations. 
Efforts to improve the preparation of teachers 
attempt to strengthen the knowledge base relating 
to teaching and teacher education (Berliner, 1988), 
One aspect of these efforts is the attempt by 
researchers to further investigate what preservice 
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teachers know and believe as they participate in 
their teacher education programs. Of particular inter-
est to educational researchers has been practical 
experience in traditional preparation programs. The 
preservice practicum affords many opportunities for 
change for it is the capstone experience of the 
teacher education sequence where student teach-
ers consider their thinking in the real life classroom 
over an extended time period, It is here that student 
teachers test theories learned from coursework, 
become acclimated to the tempo of their class-
rooms, and develop a sense of professional efficacy. 
Despite interest in the preservice practicum, minimal 
research exists defining the experience in relation to 
student teachers' thinking (Doyle, 1986). Those stud-
ies conducted thus far offer a variety of conclusions 
on the effects of student teaching on preservice 
teachers' thinking. Tabachnick and Zeichner (1984, 
1985) found that it was the student teachers' ease at 
articulating and implementing their perspectives, not 
the perspectives themselves, which changed after 
the classroom experience. Grossman and Richert 
(1988) found that the field experience influenced 
preservice teachers' knowledge of student under-
standing while they still relied on coursework for their 
understanding of pedagogy. Feiman-Nemser and 
Buchman (1986, 1987) determined that student 
teachers had difficulty in distinguishing between the 
actions of teaching and the pedagogical thinking 
which is related to student learning, When faced with 
a classroom situation for which they had inadequate 
content knowledge, student teachers reverted to 
approaches of teaching they remembered as stu-
dents. As a result of these differing research findings it 
was decided to examine the effects of student 
teaching on the thinking of preservice teachers and 
to elicit their perceptions for changes, or lack of 
changes, in their perceptions. 
Theoretical Overview 
Several problems arise in attempting to elicit and 
describe the perceptions of preservice teachers 
before and after their extended student teaching 
field placement. Of primary importance is the prob-
lem of clarifying and defining what is meant in dis-
cussing preservice teacher's perceptions. 
Morine-Dershimer (April, 1990) attempted to 
delineate four interpretations of 'what it meant to 
think like a teacher:" (1) schemata, an organized 
structure of knowledge; (2) reflecting in and on prac-
tice, as in the reflection-on-action approaches 
described by Schon (1987); (3) knowledge for teach-
ing, as in Shulman's (1987) ideal of pedagogical con-
tent knowledge; and, (4) perceiving practical argu-
ments which involves concluding with an action . 
Each of these interpretations of teaching offers 
something to the study of preservice teachers' views 
of their perceptions of classrooms and students. For 
the purposes of this study, serious consideration was 
given to two interpretations: (1) the organization of 
knowledge in schemata, as seen in the Snapshot 
Evaluation instrument developed by the Center for 
Research in Educational Policy at the University of 
memphis; and (2) the reflection-in/on-action 
approach as seen in the dialogues on changes and 
reasons for changes in individual student teachers' 
perceptions. 
The use of the snapshot evaluation as the vehicle 
for recording and then eliciting student teachers' 
perceptions also must be examined for its theoretical 
values. Novak and Gowin (1984) cite snapshot evalu-
ations as a "technique for externalizing concepts 
and propositions." The snapshots are intended to rep-
resent meaningful connections or relationships 
between various concepts. Snapshots have been 
used in teacher education research prior to this 
study. Morine-Dershimer (1989) used snapshot evalu-
ation to determine teacher candidates' thinking prior 
to and at the conclusion of a Strategies of Teaching 
course. Saunders and Tankersley (1990) collected 
preservice teachers' conceptions of effective teach-
ing with snapshot techniques. Finally, Morine-Der-
shimer (April, 1990) compared three methods: snap-
shot evaluation, observation and repertory grid tech-
niques in tracing conceptual change in teacher 
trainees: these tasks "can be seen as providing the 
broadest and most varied kind of information about 
student conceptions of effective teaching" (pg. 7). 
Concomitantly, the use of verbal reporting in 
educational research has been used in qualitative 
research for some time (Huey, 1908; McAllister, 1930; 
Strang, 1964; Garner, 1988). They are used to help the 
learner uncover and clarify their implicit assumptions 
about learning (Carni, 1986). 
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Method 
The participants in the larger study were 84 pre-
service teachers who were asked to complete sever-
al questionnaires, two reflective papers, and paper 
and pencil tasks related to their perceptions of pro-
fessional growth. Preservice teachers were given a 
Likert scale at the completion of their practicum. The 
self-evaluation instrument consists of 16 items which 
includes knowledge of subject matter, enthusiasm for 
teaching, attitude toward constructive criticism, 
interest in community relations, classroom competen-
cies and techniques, ability to analyze learning prob-
lems, measurement and evaluation, interpersonal 
relationships, professional judgement of the preser-
vice teachers' potential, and personal qualifications. 
An analysis of the data from the questionnaires 
was made to determine whether there were signifi-
cant differences in preservice teachers' perceptions 
after completing their practica. For the case studies 
to be presented in this study, three students were 
selected as representative of the difference in the 
majority of cases. These preservice teachers com-
pleted the final part of the data collection which 
consisted of one hour dialogues in a focus group set-
ting with the students responding in a think-aloud 
manner to a series of questions. Since previously 
these students had explained their thinking on their 
snapshots, the first part of the dialogue focussed on 
their explanations for the concepts unclad in their 
snapshot evaluations. Afterwards, students were pre-
sented with their snapshots in which they analyzed 
the difference in their graphic depictions. Finally, the 
student teachers' data responses were presented to 
the Likert scale and highlighted their responses to 
questions which differed substantially from their pre-
test responses. Student teachers then met with two 
members of the University's Consortium on Educa-
tional and Advancement Development and 
responded to a set of uniform questions. 
Data Analysis 
Pursuing the hypothesis that preservice teachers 
can identify differences in their represented percep-
tions as exhibited in their responses to the question-
naires and the snapshot evaluation instruments, the 
investigator looked for relationships within and across 
the preservice teachers' responses. Procedurally, the 
investigation focussed on emerging themes prior to 
reaching consensus and identifying linkages. This 
process is similar to "grounded theory" concept 
(constant comparative methodology), and "analytic 
induction" (Glaser and Strauss, 1967; Goetz and 
Lecompte, 1984; Lincoln and Guba, 1985; Spradley, 
1979). Themes emerging from the consultations were 
identified as method-centric, climate-centric and 
authority-centric; linkages were defined as interper-
sonal and intrapersonal. 
Results 
The qualitative analyses of the think-alouds 
revealed two general types of relationships. The first 
were themes that highlighted the extent of connec-
tion making. The preservice teachers' snapshot eval-
uations depicted their stances which reflected the 
way they positioned themselves in relation to helping 
students learn . The preservice teachers adopted 
three stances in defining their snapshot evaluations. 
Focus of Change 
The first stance, method-centric, positioned ped-
agogy (instructional strategies) as the first level in 
helping students learn. "Frederick," one of the stu-
dent teachers, returned to the university for certifica-
tion in social studies so that he could "give something 
back." An example of Frederick's connection with a 
focus on method: 
OK the basic concept was helping students 
learn. I divided that into four basic areas: stu-
dent motivation, teacher motivation, teacher 
preparation, and the various techniques that 
are used. I felt that the combination of those 
would help students maximize their learning. 
As far as the student motivation was con-
cerned, there were certain areas that I felt 
would help peak their interest. One, of course, 
is to activate prior knowledge; relate some of 
the material to things that the students might 
already understand. Another area was to try 
to make the material relevant to real life situ-
ations. One of the things that students have 
difficulty is making anything relate to real life, 
and social studies happens to be a great 
area to relate to real life. One of the things I 
found that was extremely helpful was the use 
of demonstrations. If you can get demonstra-
tions that either have noise, or smile, or fire, or 
color changes, or whatever . . . Yes. The stu-
dents do respond and they think that's cool. 
The second stance, climate-centric, saw the pre-
service teachers emphasizing the setting of a positive 
tone and a structuring of the class environment to 
lead to more success. "Gloria" noted how important 
this was to her with her students: 
Along with student motivation is teacher 
motivation . I felt this was very important 
because if a teacher does not have enthusi-
asm, and interest in both the material and his 
or her students then, it leaves the students 
kind of flat. If the teacher 's attitude is not 
strong and energetic, I think that the students 
will sense that and their interest will be 
decreased. Teacher preparation, I think, is 
obviously very important. You want to make 
sure that your lessons are well planned, that 
way you can try to involve your students in 
the material whether it 's lecture, making sure 
that you ask them questions, and they as you 
questions. That again is good for student 
involvement. I always feel that questions are 
very important and I think that is very true in 
social studies where there is a lot of confusing 
material. 
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With the third stance, authority-centric, preser-
vice teachers felt that managing style and authority 
would lead to more success. "Gloria" also cited 
many examples of the importance of choosing the 
right authoritative methods to help students learn. 
Here "Gloria" comments on how her view of authori-
ty developed as a result of time in a classroom: 
Well .. . I guess. I have a hard time picking 
between good classroom management and 
presentations. I guess if you don't have the 
classroom management then your work is 
worth nothing. 
"Emily," a preservice teacher, considered authority in 
light of her class of "tough kids": 
I think that I would say that the kids I had ... I 
don ' t think anybody had ever gotten 
through to them. 
"Emily" reflected on a way to improve her percep-
tion: 
But those kids walked in angry each morning. 
I mean it was nine o 'clock and they were 
already mad at the world .. . there wasn 't 
much you could say. I mean kids would 
come in at nine o 'clock and throw their book 
bags! Umm, I think you try to get through to 
them somehow. I think you try to make them 
successful. I mean they were also the kids 
that when I looked in their file they hadn't a 
day of success since they arrived in school. 
These were also the kids that told me their 
parents told them they were retarded. 
Sources of Change 
Overall, the think-aloud and snapshot evaluation 
instrument findings suggest preservice teachers feel 
their thinking about teaching prior to the practicum, 
were too simplistic. After completing the practicum, 
they found they employed a plurality of ways to help 
students learn. When they completed their question-
naires, they concluded their thinking was not so 
much different as expanded. Their snapshot evalua-
tions followed similar paths but with added dimension 
and depth of understanding of the teaching process. 
The second type of relationship was seen in the 
preservice teachers' perceptions for changes in their 
thinking . Preservice teachers referenced many 
resources from their coursework, seminars, and mem-
ories of their own experiences, and utilized these 
resources in different ways to explain the changes. 
An overall analysis of the preservice teachers' think-
aloud comments revealed two distinct profiles. An 
intrapersonal profile indicated that a preservice 
teacher's linkages were largely traceable to newly 
surfacing resources within themselves resulting from 
readjusting their thinking to accommodate theory 
into practice. An interpersonal profile revealed that a 
preservice teacher's linkages were traceable to a full 
range of resources within and between their experi-
ences in the seminar and in the classroom. 
"Frederick" makes an interpersonal connection: 
So you want to make sure you leave some 
time for questions, and the other thing is the 
use of material beyond your text. What I 
found in my student teaching experience 
mostly involved additional worksheets and 
some material that would break down some 
of the text material, that would give them a 
little more, a little better sense of what was 
going on. And then the last areas were the 
various techniques and obviously lecture is 
one of the techniques. Question and answer 
time. I o/ways feel that is very important. That 
to me is also part of a review process where 
you always want to make sure that students 
have questions. That you answer all the ques-
tions. And again, I think in the area of social 
studies, there are so often gray areas that the 
students don 't understand. 
Here " Emily" reflects on the intrapersonal 
changes she made: 
So you see I didn 't put anything about class-
room management in here. But I duplicated, 
I mean I have a thing for teacher's personali-
ty and I put down listening skills and 
patience, kindness, kindness as part of the 
teacher 's personality. If you 're not a kind per-
son you 're never going to be a teacher, you 
can become an accountant and being 
understanding and then creative. So I kind of 
went into it rather naively, Just thinking that if 
you were kind and patient that it would all 
work out. Then I have the classroom environ-
ment, quality literature, because I really 
believe in that. Making students feel comfort-
able, encouraging participation, which 
again became it's own category of high 
expectations. Students selected topics. I think 
that if you assign the Civil War to students 
they 're not necessarily going to get interest-
ed in the same topic but within that there 's a 
whole lot of neat things. 
Summary 
Subsequently, findings generated from this study 
show a view of preservice teachers recognizing vari-
ances in their growth over time. Their conclusions of 
variances in their perceptions appear to be more 
than finding the appropriate method, 
climate/atmosphere, or managing style. Instead, the 
preservice teachers assembled knowledge in situa-
tion-specific contexts and formulated ideas about 
best-appropriate practices in ways that reflected 
their particular repositioned teaching-thinking 
stances. 
Educational Implications 
Based on the case study findings of these three pre-
41 
service teachers, a more student-centered 
approach to training and connecting theory to prac-
tice for the preservice practicum may be necessary. 
This study suggests that teacher training institutions 
may be operating from a narrow view of facilitating 
preservice teachers' perceptions as well as discern-
ing their capacity for changing and reflecting on 
their own perceptions. The experience of student 
teaching was enough to solidify student teachers ' 
perceptions of their growth and by involving them in 
the generation and analysis of their representational 
thinking is akin to what Schon (l 983, 1987) refers to as 
an "intellectual process of posing and exploring 
problems identified by the teachers themselves." This 
study represents a view of the ways that university 
professors can deliberately include the preservice 
teachers ' emerging pedagogy as part of the curricu-
lum and the preservice teachers' professional 
growth. From a praxis perspective (Bernstein, 1971), 
preservice teachers have developed a practice-
based, inductively derived theoretical knowledge 
base. 
Lastly, these preservice educators gained as par-
ticipant-practitioners in the collaborative bridging of 
the two worlds of theory and practice. In this study, 
student teachers began to assume a role establishing 
themselves as "active learners" in their professional 
development. Because of their increased awareness 
of how generating research can effect or translate 
so readily, it is the investigator's position that this 
approach will transfer into their daily practice as edu-
c a to rs and life-long learners. Furthermore, this 
approach to pedagogy can assist other university 
faculty and researchers, as the changing roles of 
educators and inclusionary practices continue to 
raise demands of professional training and profes-
sionalism in our schools. The profession may shift to a 
more equitable distribution of the responsibility of the 
teaching/learning process where preservice educa-
tors take an active role in their professional and ped-
agogical development. 
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While multicultural education in the United States 
is gaining momentum, it has generated doubts, con-
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fusion and animosity due to certain unclarified theo-
retical problems. With the recent heated national 
debates on affirmative action policies and on genet-
ic differences in races initiated by Herrnstein and 
Murray in their book The Bell Curve, as well as other 
conservative assaults on minority groups ' political 
gains as represented in the recent massive budget 
cuts by Congress of programs for the disadvantaged 
children, and the requestioning of gender differ-
ences as they apply to societal roles, we wonder: is 
the heat of the debates sapping the spirit of multicul-
tura I education? This wonderment is not without 
good cause. Over the past few decades, advocates 
of multicultural education have embraced affirma-
tive action programs which they believe legally pre-
vent social discrimination, and enhance equal social, 
economic, educational and political opportunities 
for minority groups in America. Multicultural educa-
tion has promoted equality of gender roles and 
called for eliminating differential treatment of 
women in all walks of life. It has also vehemently 
attacked the theory of genetic differences in races 
and celebrated the notion that everyone is born with 
the same capabilities and intelligence. The doubts 
cast on the positions dearly held by multicultural edu-
cation should not be regarded in any way as small 
scratches, but major blows to its foundation. In order 
to uphold the ideal of multicultural education and to 
make multicultural education more extensive in 
America, we must meet the challenges of multicul-
tural education head on. 
This article addresses one of the most challenging 
questions for multicultural education, namely, can 
proponents of multicultural education be both toler-
ant and critical of cultural differences? Through care-
ful scrutiny of "tolerance" and the "to be critical" 
concept, it argues that proponents of multicultural 
education can logically and should rationally evalu-
ate and reject certain cultural differences, for exam-
ple, they should be non-relativistic while upholding 
the ideal of multicultural education. By means of this 
perspective, we can gain new awareness about the 
nature of multicultural education, and its classroom 
applications in secondary education and college 
and university teacher education. 
The challenge 
Multicultural education has not always been 
agreed upon. Its development has been hampered 
by various criticisms and challenges. One major chal-
lenge that has stumped many multicultural educa-
tion proponents pertains to cultural relativism. Cultur-
al relativism arose in anthropology as a view to 
encourage tolerance toward culturally different 
groups of people. According to Appleton (1983), 
relativism asserts that each culture, or subcul-
ture, must be treated on its own terms 
because of the basic premise that the val-
ues, attitudes, and prejudices of each group 
are determined by that group's own peculiar 
form of conditioning. Human values, in short, 
have no absolutes, and those belonging to 
one group can be taken as no better or 
worse than those of another (p. 59) . 
Despite the good intentions embedded in the 
theory to arouse tolerance, the argument presented 
by the cultural relativists seems to suggest people 
should be tolerant of different cultural practices 
because values and cultural practices are condi-
tioned by different environment. Since there is no 
moral common denominator that all people share, it 
follows that the values of all societies deserve equal 
respect and non-interference. Thus, to pursue the rel-
ativist's argument, the society/culture that values tol-
erance is no better or worse than the one that does 
not value tolerance. The society that treats every 
human being as intrinsically valuable is no better or 
worse than the one that oppresses certain groups of 
people. In this way, the promotion of cultural differ-
ences is pushed to an indefensible position by rela-
tivism. 
Ethical cultural relativists also assert that given dif-
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ferences in cultural circumstances and elements, 
value systems are bound to be different from one 
culture to another and, according to this doctrine, 
are not subject to intercultural evaluation. From a rel-
ativist perspective, one might objectively describe 
the moral structure of a cultural group other than 
one's own, but as soon as one passes judgment on 
that structure, one has acted ethnocentrically, that 
is, one has used his own cultural reality or cultural 
standards to judge another. 
Ethical cultural relativists point out that if multicul-
tural education rejects ethnocentrism and embraces 
the cultural differences which are claimed by many 
multiculturalists, then multicultural education should: 
l) not teach students to make judgments on another 
people's cultural practices; and 2) not deny or reject 
any cultural differences. This is because doing so is 
against its cardinal principles on differences. Multicul-
tu ra I education, according to the logic above, 
should only teach students to accept and value dif-
ferences . Following this argument, one question 
comes to mind: Should all cultural differences be val-
ued and celebrated? What about the cultural prac-
tice of some Asian countries which allow the first 
baby to die in the cold if it happens to be a baby 
girl? 
The challenge to multicultural education lies in 
the question: can multicultural education, on the one 
hand, promote diversity, tolerance of others and 
understanding, while on the other hand, reject ethi-
cal cultural relativism (i.e. criticizing or even rejecting 
elements of a particular culture)? In other words, can 
multicultural education teach students to become 
both tolerant and critical of cultural differences? Or 
are advocates of multicultural education forced by 
their positive stance on cultural d ifferences to 
indulge cultural practices such as infanticide and 
cannibalism commonly held as morally undesirable? 
If not, how can advocates of multicultural education 
harmonize these contradictions? 
Reply to the Challenge 
It is the author's conviction that multicultural edu-
cation should promote not only the valuing of cultur-
al differences, but also the evaluation of the differ-
ences in question. Rather than presuming that toler-
ance and being critical are in conflict, it should be 
recognized that they compliment each other. A bet-
ter understanding of the key concepts "tolerance, " 
"to be critical, " and "multicultural education" hope-
fully will help to clarify this point. 
Generally, if we examine the concept "toler-
ance," we find that it falls into two interpretive cate-
gories. One is to hold an indifferent attitude toward a 
person or a behavior; in this sense, tolerance is similar 
to "I don't care" - essentially, passive tolerance. The 
other is to hold a more active and positive attitude 
toward others - active tolerance. 
Active tolerance differs from passive tolerance in 
that it is filled with positive elements such as under-
standing and accepting of others. In multicultural 
education, tolerance is promoted toward cultural dif-
ferences. It would be politically and socially awkward 
to think what is promoted is indifference toward 
each other. David Washburn (l 994), in his article 
"Let's Take a Hard Look at Multicultural Education," 
discussed cultural pluralism - the celebration of cul-
tural differences as a goal of multicultural education. 
This indicates that active tolerance is called for by 
multicultural education. Thus, teaching students to 
be tolerant of others is to make the student more 
accepting of others, treating others as persons (i.e. 
giving others the rights they are entitled to, _and tak-
ing into consideration their interests, feelings an_d 
emotions) despite the fact that others may have dif-
ferent ideas, life styles, or perhaps have done some-
thing not praiseworthy. 
To teach students to be critical is to provide them 
with rational reasoning skills and to show them how to 
be objective - impartial and non-arbitrary i_n collect-
ing, sorting and weighing evidence in their evalua-
tions· it is to teach them to become reasonable and 
pers~asive. To be critical should not_ be equated_ "."'ith 
impatience, non-tolerance and disrespect. Critical 
thinking should always be constructive, not destruc-
tive. 
The analysis of "tolerance" and "to be critical" 
demonstrates that it is not only logically possible, but 
also feasible to be both tolerant and critical. Logical-
ly, if active tolerance includes accepting othe~~ and 
benevolence, then we are obliged to act critically 
about things that we deem can be improved f<;>r 
them . This may include criticism and denial of certain 
elements of the individual's culture. After all, it will not 
be looking after the best interest of others if we with-
hold our warning when we sense impending danger 
for others. It may turn out that our sense of the dan-
ger is wrong, but the warning is consistent with 
benevolence, thus, active tolerance. What this anal-
ogy reveals is that teaching students to be tolerant of 
cultural differences should be accompanied by 
teaching them to become critical. 
Practically, the combination of tolerance and 
criticism constitutes a healthy ingredient in any 
human relationship . For example, to have a good 
friendship with a person, there must be the pre~ence 
of both tolerance and criticism . Tolerance without 
criticism makes the friendship shallow, for the toler-
ance tends to be a passive one. Criticism without tol-
erance destroys the friendship, for friendship thrives 
on toleration. 
If multicultural education is to teach tolerance 
only, a serious problem surfaces. That is, it has the 
burden to rationalize inaction, complacency, and 
oppression - things that are commonly held as unde-
sirable by ordinary people. If multicultural education 
is to teach the celebration of cultural differences 
without critical thinking, then, according to Appleton 
(l 983): 
It is easy for those who would maintain the 
status quo to absolve themselves of any 
responsibility for poverty and inequality to 
support their actions on the grounds that they 
are protecting a valuable and legitimate 
subculture and life style . Thus, one might 
accept the poverty, poor nutrition, high 
infant mortality rates, and despair often 
found on Indian reservations, in Mexican 
American barrios, or in Black ghettoes as tol-
erable by-products of a chosen and valued 
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way of life. Similarly one need not be con-
cerned with equal educational opportunity 
where formal education is not valued, or with 
achievement and advancement where 
competition, future orientation and material-
ism are not valued. 
The point here is that we can be, and most prob-
ably should be, both tolerant and critical when we 
deal with cultural issues. Multicultural education can 
and should celebrate cultural differences while 
encouraging people to exercise critical thinking 
about cultural differences. 
However, multicultural education is not solely 
about celebrating cultural differences. The promo-
tion of cultural differences is only a means to its ulti-
mate ideal of treating everyone with respect by pro-
viding them with equal life opportunities. Multicultural 
education is also about respect for persons . To 
respect a person is to accord him/her what he/she is 
entitled to as a person and not to treat him/her as an 
inferior. Respecting a person doesn't conflict with 
exercising critical thinking of that person's activities 
and habits. Most of us would agree that we should 
give Susan Smith, the convi~ted murde~ of ~er two 
children, a fair trial - something that she 1s entitled to 
as a person. But we certainly can justifiably claim 
that what she did to her sons is ethically wrong and 
morally unacceptable. Similarly, in multicultural edu-
cation we urge that people from different cultures be 
entitled to equal opportunities and respect, but we 
do not have to claim that all the different cultural 
practices they have are goo? and should be CE;le-
brated. If multicultural education expects to provide 
people with an educational exp~rience, it must 
encourage critical thinking by teaching people how 
to make judgments about cultural differences. 
If we follow the relativistic line of argument, then 
multiculturalists are supposed to act like parrots (i.e. 
accepting foot-binding when foot-binding was ~ig~ly 
regarded in the Chinese culture and then denying its 
acceptab ility when people in China stopped 
accepting it in their culture). The blind following '.he 
blind and the abandoning of the power of the mind 
is childish and irrational. Rational beings should never 
be asked to stop reasoning, and human judgment 
can never be reduced to parroting. But these are the 
very things derived from multicultural relativism. 
Regarded from this perspective, cultural relativism 
tends to reduce the human faculty of reason to idio-
cy, which is one of the major reasons why it stands on 
shaky ground. Since multicultural education is for the 
purpose of individual growth, and it encourages peo-
ple to exercise their reasoning power, logically, it 
cannot be mixed together with cultural relativism. 
Given that multicultural education should foster 
both tolerance and critical thinking, one may ask, 
from what vantage point can one critically evaluate 
cultural differences? Can ethnocentrism be avoided 
in the evaluations? Can we use something other than 
our own standards to critique a cultural practice? 
Underlying these questions is a more fundamental 
inquiry, namely, do we have universal guidelines the 
whole human species embraces? If we do, those 
questions can be answered easily. The question now 
becomes, do we have universal binding principles? 
While the question still remains a highly debatable 
issue, there have been extensive discussions and 
debates among anthropologists and philosophers. 
Despite the relativists' belief that there are no univer-
sal moral standards, there have been those who sug-
gest the existence of universal values. They point out 
that beliefs of differences between cultural groups 
cited by the relativists in cases such as parricide (the 
c ultural practice of a particular society of putting 
parents to death at an early age) may reflect differ-
ences in existential beliefs - judgments of reality, 
rather than moral beliefs - judgments about how 
things ought to be. Using the example by William 
Frankena (1963), parricide may reflect the reasoning 
that in doing so, people are better off in the afterlife 
if they enter it while still physically vigorous. In other 
parts of the world, the United States for example, 
putting parents to death is not part of the concept of 
benevolence. Americans disagree because they are 
not convinced that killing their parents will bring them 
a happy afterlife. Although there are substantial dif-
ferences concerning what constitutes "looking out 
for others' interests," both sides obviously agree 
about the moral principle that looking out for our 
parents ' interests is desirable. The disagreement is 
merely based on whether the concept of benevo-
lence (i .e. looking after the interests of others) 
includes the practice of parricide or not, whether 
there is afterlife or not, whether dispatching parents 
at an early age would enable them to live a better 
afterlife or not. All these questions dwell in the 
domain of metaphysics. Suppose someone, some-
day, scientifically proved to the world that there was 
afterlife and killing our parents at an early age would 
indeed bring about a better afterlife for them, it can 
be logically inferred that many of the current non-
practitioners of parricide would consider starting it. 
The analysis suggests that the disagreement is not a 
moral one, but rather, it is a disagreement over meta-
physical questions about reality. It also suggests that 
looking after the best interest of our parents may be 
a universal value. 
Empirically, it is not hard to find people who firmly 
believe and are trying to show that there is a funda-
mental uniformity of certain common standards of 
value in societies all over the world. According to 
Hatch, Ralph Linton, an anthropologist, observed 
that in all societies parents are morally obliged to 
care for their children and to train them, while the 
children are expected to care for their parents when 
they become old. Summarizing Linton's argument, 
Hath (1983) wrote: 
In all societies, some degree of loyalty and 
mutual assistance is prescribed between sib-
1 i ngs, although the extent of this support 
varies widely among cultures. All societies are 
set up in such a fashion that individual inter-
ests are made subordinate at some point to 
the needs of the larger whole. And violence 
is condemned everywhere, although there 
are cultural differences in its definition. 
White (1983) also argued that there are bed-rock 
realities about human beings and the world around 
45 
them which provide objective bases for their beliefs 
and values in such a way that people may not say, 
or claim whatever they will, or conduct themselves as 
they capriciously please. The entitlement of one 's 
culture to equal respect remains a cherished value 
every cultural group possesses. 
From our exposure to different cultures, it can be 
demonstrated that all human members desire 
respect from others and have the need to preseNe 
personal dignity. Humans value freedom and strive 
for it whenever possible. All the arguments suggest 
that we may not be too hasty in the assumption that 
there are universal principles, and that they should 
be used as yard sticks to measure human conduct. 
Educational Implications 
Multicultural education is not about teaching stu-
dents to compliment each other, or to pat each 
other's back when the difference is hard to swallow. 
It is about how to respect people despite their cultur-
al differences. It is about how to treat the differences 
in the most rational manner. In multicultural educa-
tion classes, we need to lead people to a new 
plateau where they go beyond differences and 
arrive at a better understanding of the fundamental 
moral concepts, such as respect for persons, human 
rights and freedom, and how to use these moral prin-
ciples to deal with real life situations. In multicultural 
education classrooms, it is essential to teach students 
how to reason, how to analyze a problem, and how 
to look at a cultural difference and its bearer most 
reasonably. Clarifying the moral concepts celebrat-
ed by all, teaching logical thinking skills and bringing 
controversial cultural differences to the class for stu-
dents to debate will help accomplish the mission . 
Multicultural education should touch the heart and 
mind of the school population. Unfortunately, too 
many current multicultural education programs sim-
ply scratch the surface of cultural problems. They 
tend to focus on pointing out similarities and differ-
ences without teaching students what to make of 
them . The reasoning aspect is critical in bringing 
about a real change in the mind of people. This is 
largely ignored. For real tolerance to take effect, it is 
imperative that we teach students to become criti-
cal and reasonable in multicultural education. 
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Abstract 
The RoboTutor project is our effort to involve 
schools and parents in a home study program using 
computers. Using the RoboTutor software we creat-
ed, teachers developed highly interactive tutoring 
exercises that use home computers to teach a large 
portion of the concepts and intellectual skills that 
have been traditionally taught at school. These 
lessons were made available to parents. Our Internet 
home page http://www.robotutor.com has addition-
al information on our RoboTutor programs and sam-
ple lessons that can be downloaded free. 
"Our school can't afford more than a small com-
puter lab to which students have access for about 30 
minutes a week. How can we take advantage of 
computer assisted learning with such limited 
resources?" That was the question asked by many 
concerned teachers in a major urban school district. 
The teachers complained the technology is chang-
ing so rapidly that the few computers they have are 
quickly outdated . In contrast, the families of many 
children are rapidly acquiring the latest technology 
in their homes. 
Educational leaders say that in the future every 
child at school will have a computer in front of them, 
but that seems to be unlikely considering limited 
school budgets! We need to take advantage of the 
rapidly expanding base of computers in the home to 
help achieve educational objectives in the schools. 
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Many teachers no longer believe that in any 
foreseeable future there will be extensive access to 
computers in the public schools. This feeling is being 
further reinforced by nationwide property tax revolts 
and pressures to limit the role of all government 
agencies, But the number of families with computers 
in the home is rapidly rising. It is projected that by the 
year 2000 over 50% of all families will have a comput-
er in the home. Teachers challenged us to find a 
way to take advantage of this powerful learning 
resource in the homes of their students. Our solution 
was the RoboTutor Project. 
Home Computers: The Transparent Resource 
In 1993, Ms. Catherine Beckstead, an innovative 
elementary teacher, asked us if we could help her 
start a computer home study program . She said, 
"For some time I have felt the need to infuse comput-
ers into my teaching in a practical sense. A majority 
of my students already have personal computers at 
home, while I have only a single computer in my 
classroom. The children keep telling me about their 
powerful new computers at home and how old the 
school's seems to be in comparison . When I ask 
them what they are doing on them, they say they 
are playing games! I know that there must be some 
way in which I can use the children's home comput-
ers to build basic skills, increase learning, and aug-
ment my own lesson plans." This view was typical of 
many frustrated teachers. 
We have been involved for a number of years 
developing computer software for use by students at 
the university level (Smith and Debenham, 1993). 
Because one of the authors had a child in Ms, Beck-
stead's class, we were contacted and asked if we 
could adapt our college tutoring software (Deben-
ham and Smith, 19940) for use by her students in a 
computer home study program. 
As educators, we were well aware of the finan-
cial crisis in public education. We knew that public 
schools would not soon have access to the powerful 
type of technology found in most homes today. Par-
ents don't mind spending thousands of dollars on a 
home computer, but they revolt at property tax 
increases for the schools. We could see that home 
computers are an untapped resource with vast edu-
cational possibilities. We asked ourselves: Why can't 
much of what is being taught in the public schools 
also be taught on home computers? Why should the 
schools try to provide a computer for every child 
when soon almost every child will have a computer 
at home? If not at home, children currently have 
access to computers at local libraries, school com-
puter labs, and the homes of their friends and neigh-
bors. It would be rare to find a child without access 
to a computer through one of these sources. 
Before we created something new, we suggest-
ed to Ms. Beckstead that she use some of the new 
"edu-tainment" software emerging on the market. In 
our search for this type of software we discovered 
the edu-tainment illusion. 
The Edu-Tainment Illusion 
There are vast numbers of "edu-tainment" com-
puter programs on the market. These programs are 
marketed to parents and promise to entertain their 
children while teaching them important knowledge. 
We wanted to know if the software is meeting 
parental expectations and if the children are really 
learning a lot of educational material using it. 
We conducted a parent survey and found that 
most programs were rarely used past the first few 
weeks after purchase. Furthermore, the more intel-
lectually challenging the software was, the less likely 
it was to be used. Few of the programs had consis-
tent lessons or record keeping useful for long_term 
learning purposes. Virtually none of the software was 
coordinated with school learning activities. 
Parents expressed a real desire for us to make use 
of their expensive new home computers for educa-
tional purposes. They wanted software to come from 
the schools and be assigned to the children for home 
use and programs that would teach their children 
math, spelling, and vocabulary concepts that were 
actually being taught in their local schools. They 
wanted less of the mindless games and more serious 
teaching and learning. 
Ms. Beckstead and other teachers at her school 
tried responding to parent requests for a school-
home based computer learning program using com-
mercial software. However, copyright restrictions did 
not allow the teachers to send the software home 
with the children. More obstacles quickly arose: 
a) most software did not let the teacher edit con-
tent, add/delete concepts or create new lessons, 
b) most software did not print study cards, keep 
detailed student records, or create random tests, 
c) most programs did not have random reviews; 
and 
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d) most software did not allow two children to 
use it at the same time - an important feature when 
few computers are available or the children need 
some stimulating competition. 
Ms. Beckstead summarized her disillusionment 
with the "edu-tainment" option as follows: "I need my 
students to be able to study at home the materials 
we are using in the classroom . I don t want simple 
presentations or silly games. I want interactive soft-
ware that can challenge the students to learn the 
material; software that will keep detailed student 
records, create lessons, and print tests. I also want it 
to be free or no more than $5.00 so that the children 
can take it home with them and run it on most any 
computer. After checking both the retail market and 
Shareware listings, I am convinced there is no such 
software available. I have considered various multi-
media authoring packages, but found it too time 
consuming to develop the large number of lessons I 
need. If I can't create a lesson in 30 minutes, I will 
never be able to accomplish my goals." 
The RoboTutor Project 
We adapted a university program we created 
called COMPUTER TUTOR (Smith and Debenham, 
1993) for use by Ms. Beckstead and other interested 
school teachers. Numerous changes were made to 
meet their specifications for ease of use by children, 
teaching effectiveness, and versatility. We named 
the software RoboTutor - a name we hoped would 
appeal to the children while also describing what the 
software does (Debenham and Smith, 1994b). 
RoboTutor presents the students with a variety of 
highly interactive tutoring exercises that include 
matching, recall, and context tutorials. It includes an 
Academic Olympics that allows two students to use 
the computer at the same time to compete against 
one another. This game has proven to be highly stim-
ulating to the students and of considerable learning 
value. RoboTutor also has options for creating study 
cards, keeping detailed student records, and numer-
ous types of printed tests. It has full authoring fea-
tures for creating new lessons. 
Beginning A Real Computer Home Study Program 
The creation of teacher lessons for specific home 
study soon began involving other teachers and 
many parents in what has come to be known as the 
RoboTutor Project. Students received the software 
with enthusiasm. Their parents were just as excited to 
find that they no longer needed to help drill vocabu-
lary and spelling words. RoboTutor did it for them! 
Over 95% of the students in many classes asked for 
the disks and began using them in their homes. Soon 
students and parents began asking how they could 
use RoboTutor to modify or add to the words teach-
ers had presented. Parents began creating their 
own lessons at home for their children. 
Parent Computer Home Study Clubs were started 
at some of the schools. Principals were so enthusias-
tic about the possibilities of extending the school into 
the home through computers that they set up special 
meetings to show teachers how they could use their 
Career Ladder projects to create and enter new les-
son materials. 
Teachers from other districts began asking about 
RoboTutor. One teacher gave the software to her 
third grade pupils and asked them to design their 
own lessons based on the material they were read-
ing . A number of other teachers began developing 
lessons for their students. More than fifteen tutorials 
including courses in English vocabulary, Spanish, 
Geography, Spelling, and Music were completed by 
individual teachers in 1994. 
Technology And Learning Award 
Ms. Beckstead summarized the goals and 
accomplishments of the RoboTutor Project in a paper 
that she sent to the national Technology and Learn-
ing Competition in the Spring of 1994. She won first 
place in the state of Utah for her innovative work. 
The considerable success of the RoboTutor Pro-
ject encouraged her to create new vocabulary 
lessons when the school adopted a new reading 
series. This was ready for student use by the entire 6th 
grade the next fall . Students were offered disks with 
their vocabulary words for the entire year during the 
first week of school. Parents praised the new pro-
gram. One parent wrote back: "Fantastic idea. We 
love having these vocabulary lessons all set up and 
on our home computer at the beginning of the year. 
Keep it up!" Another parent enjoyed having the soft-
ware free her from giving spelling words: "Thank you 
for your program. Our son took second in the county 
and the only studying he did was with your program! 
Fantastic!" Another parent summarized her experi-
ence with the program as follows: "Your spelling bee 
program was wonderful. My daughter took 1st place 
in our school spelling bee. She is our fourth child to 
have participated in the spelling bee program and 
the first to have used RoboTutor. She retained much 
more and did by far better, and yet it was easier and 
took less time! My thanks and congrats!" 
RoboTutor And The State Spelling Bee 
As indicated above, an additional aspect of the 
RoboTutor Project that has been very rewarding is in 
regard to spelling. Each year a statewide spelling 
bee championship competition is sponsored by the 
Deseret News, one of the state s major newspapers. 
Every district and most private schools in the state 
participate to some degree in this competition. Tra-
ditionally, the words provided by the newspaper 
range from beginning to advanced. They have 
been very difficult for students to master. Most stu-
dents have been easily frustrated and discouraged 
in past years, and have not done particularly well in 
the competition. As a result, only an elite group of 
the best students actually compete. 
In the Fall of 1994, we contacted the Deseret 
News about the state spelling bee and arranged to 
show the RoboTutor Home Study Project. This resulted 
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in a cooperative effort to select a list of 500 spelling 
words and create a RoboTutor Spelling program that 
was made available statewide in the fall of 1994 to 
all students in grades four through eight. The pro-
gram included not only the 500 words, but definitions, 
sample sentences, synonyms, antonyms, pronuncia-
tion, and multiple choice questions like those found in 
achievement tests. For home computers with sound 
cards, we also created a much larger version with 
music and voice pronunciation of all 500 words. Our 
objective has always been to keep the cost so low 
that no family would feel they could not afford it. 
We therefore made the program available for only 
$6.95 to schools and families across the state. 
Ms. Beckstead was actively involved in the selec-
tion of the words and created all the RoboTutor 
lessons. She was invited to submit a summary of her 
work on the state spelling bee to the Technology and 
Learning Competition the next spring. For a second 
time in a row she was selected as the state winner. 
We were invited by the Deseret News again in 
1996, 1997, and now for 1998 to create the RoboTutor 
software for the state spelling bee. Now that the 
Internet is increasingly available to both schools and 
fam ilies, we are making the DOS version of the 
Deseret News Spelling Bee available free to parents 
and teachers at: http://www.robotutor.com. 
RoboTutor Drugs 
Our latest application of RoboTutor lessons for the 
schools is a d rug education program. A local Utah 
businessman is sponsoring national publication of a 
parent's guide (Smith, Plumb, and Fallick, 1997) to 
help keep children marijuana free. He invited us to 
create RoboTutor lessons for schools and family to 
help children learn the gruesome facts about the 
dangers of drug abuse. 
The RoboTutor Drugs program contains lessons 
that teach the dangers of marijuana, other drugs of 
abuse, criminal penalties, and famous people whose 
lives have been destroyed from drugs. It is available 
free on the Internet at: http://www.robotutor.com. 
Conclusion 
The purpose of the RoboTutor Project from the 
outset was to find a way to extend learning in the 
classroom by taking advantage of computers in stu-
dent homes. We soon realized that a new authoring 
system would have to be designed that let teachers 
create interactive tutorials in 30 minutes or less. We 
also realized that parents really want lessons from the 
school automated and made available inexpensive-
ly to families - especially programs that will make 
their job as parents easier and more effective -
lessons that teach vocabulary concepts, spelling, 
and math. We discovered that many families who 
do not have computers will buy them when such 
software is available either free or for under $10.00. 
The RoboTutor Project is much more than com-
puters and software. It is an approach to education 
that illustrates clearly how the school and the family 
must both be actively involved in educating children 
if our educational goals as a nation are to be 
reached. Learning must be more effective and 
teaching less expensive. Parents need and want 
help in this area. Home computers can be used to 
teach a large portion of the concepts and intellectu-
al skills that have been traditionally taught at school. 
Teachers can and should make every effort to create 
lessons to accomplish this goal. The RoboTutor 
authoring and tutoring software is but one small step 
in reaching this goal and the Internet is a big help in 
disseminating it. 
Ms. Beckstead concludes: "I wanted my stu-
dents to do more than just play games on comput-
ers. I also desired increased competency of other-
wise rote curricula. I believe that through the use of 
RoboTutor, I have achieved much more. Student 
scores in vocabulary have been excellent, in an 
average range of 90% to 100%. Students who have 
used the RoboTutor Spelling Program have placed 
very highly in our school spelling bee. I am con-
vinced that this program has increased learning and 
mastery. 
I have found that the most significant aspect of 
this entire endeavor has been the ease with which 
my students have adapted to it. They are confident 
and competent. I feel that even more important 
than achieving better scores, my students have 
attained an insight into how to use a computer for 
concept learning. These students will be able to 
enter the information age with self-assurance and 
determination as a result of their home and class-
room computer use." 
Our Internet home page: 
http://www.robotutor.com 
has additional information on our RoboTutor pro-
grams and sample lessons that can be downloaded 
free. Our E-mail address is robotutor@sisna.com. 
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• • • PROFESSIONAL DEVELOPMENT SCHOOLS: HIGHLIGHTS••• 
• Mattoon School District joins EIU's PDS Network. 
• Off-campus graduate courses offered in Centralia, Decatur, and Effingham. 
• EIU student teachers featured in Decatur newspaper. 
• Consolidated Communications establishes partnerships with four schools - Bennett (Mat-
toon), Carl Sandburg (Charleston), West Side (Effingham), and Valley Park (Valley Park, MO). 
• Effingham High School begins "on-line" project as part of an Illinois State Board of Education 
technology initiative (ISPIN). 
• Danville area EIU student teachers tour Gibault School for boys, a rehabilitation center. 
• Eastern and other universities collaborate on a grant funded by HECA - "Preparing Illinois 
Educators for the 21st Century." 
• EIU's PDS Network receives over $42,000 in Goals 2000 Preservice Teacher Education Grants. 
Last year, the PDS Network received funding for two grants - one for professional develop-
ment and another for preservice teacher education - totalling over $132,000. 
• Effingham school district expands on technology-oriented curricula by integrating history, 
foreign language, and science. 
• EIU students participate in an innovative preservice pilot program at Effingham's Early 
Learning Center. 
• Brian Reid named Director of School/University Partnerships at Eastern. 
• Decatur schools receive community services directory which features emergency and hot-
line numbers and information related to basic services. 
• Goals 2000 summer 1997 activities include presentations by Spencer Kagan, Roger Taylor, 
and The New City School of St. Louis, MO. 
• Decatur district receives $225,000 in technology funds. 
• EIU faculty represent the PDS Network at Goals 2000 Showcase in Normal, IL 
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Teaching and Learning: A Life-Long Journey 
Hal Malehorn 
Hal Malehorn has been involved in education for over forty-
two years. He recently retired from his position as professor in the 
Department of Early Childhood, Elementary, and Middle Level Edu-
cation at Eastern Illinois University. Of his forty-years as a teacher, he 
has spent twenty-seven of those at Eastern. Since 1985, he has 
been a living historian, portraying the role of "Alfred Bach· who 
moved to Coles County in 1813. 
A long time ago, I graduated from Wheaton Col-
lege in Wheaton, Illinois, with a bachelor's degree in 
English Literature, plus a minor in History, along with 
the notion that somewhere, someday, I would likely 
teach! After all, both my parents were teachers most 
of their adult lives -- the large share of that time in the 
high school department of the Navajo Methodist Mis-
sion School in Farmington, New Mexico. As a student, 
I had my father for three subjects in high school and 
my mother for two! Besides that, my only sibling, a 
brother, was preparing in those days to teach sci-
ence in the public schools of Farmington, but he later 
went into preparing training materials for the Navy in 
Washington, DC. 
As for me? I figured I would do my teaching at 
the college level, which required no formal prepara-
tion or certification, and thus, I had undergone no 
structured schooling in the field of pedagogy during 
my undergraduate years. But, I was drafted right out 
of college for military service during the Korean War. 
The fact that hostilities were winding down then (and 
my unit was being phased out) gave me a chance 
to reconsider my plans and also to take several cor-
respondence courses. By then , my goal had 
changed to teaching at the high school level. After I 
was discharged from the Army, I took more instruc-
tion -- this time at the graduate level from Northwest-
ern University and completed my student teaching 
requirement at Glenbard High School in Chicago's 
western suburbs. 
In the spring of 1955, with my secondary certifi-
cate, I began hunting for a job. However, because I 
could not find the position that suited me, I took 
(temporarily, I thought) a job teaching Language 
Arts at the Junior High level, a part of the Hillside 
School in Hillside, Illinois. After four years in that posi-
tion, during which period I also taught art and took 
charge of the school library, I was asked to serve as 
Principal of the entire school. So, I decided to take a 
chance and go into administration . 
Unfortunately, the office work, the paperwork, 
and the disciplinary situations that all principals must 
confront took me out of the classroom too much. I 
had to invent ways to get back with children. Eventu-
ally, I resigned the principalship and stayed on, with 
the school board 's blessing, in the same building, but 
now as a teacher in the primary grades and the 
kindergarten. By then, I had become greatly interest-
ed in the needs and potential of young children, and 
had produced four kids of my own! 
In 1967, I returned to Northwestern to pursue a 
Ph.D. in Early Childhood. The move to the North Shore 
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for that purpose also gave me the opportun ity to 
teach kindergarten for two years in Wilmette, just 
north of Evanston. With my new doctorate degree in 
hand the spring of 1970, I interviewed all around Illi-
nois, restricting myself to public universities, for the 
sake of the reciprocity of the pension plans. I was 
offered jobs in several sister institutions around the 
state, but Eastern most impressed me with its size, its 
collegial faculty, and its low-key approach to the 
professoriate. 
My early high expectations of Eastern have been 
amply fulfilled these past twenty-seven years. I have 
had the pleasure of working under the leadership of 
Louis Grado for most of those years, and more 
recently, Carol Helwig. I have been allowed and 
encouraged to pursue those activities that have held 
the greatest interest for me, most notably, teaching, 
writing, and service to local schools and other edu-
cation-related agencies. 
Originally, I had planned to teach until I turned 
seventy, but a minor downturn in my wife's health 
prompted me to think otherwise. Besides, I had 
already gone past the maximum credit allowed 
under the retirement system! Thus far, retirement has 
turned out to be all I expected, and more. My wife 
and I have done some traveling already and I have 
taken a greater interest in gardening and landscap-
ing the relatively new home we now inhabit. I have 
also had a lot more time to help with the first-person 
interpretation at the Lincoln Log Cabin where Edie 
and I co-manage the gift shop. And I'm well into my 
eighth year of writing the twice-monthly historical col-
umn -- "Lincoln Log" -- for the Charleston and Mat-
toon newspapers. 
Once school begins again, I'll likely be looking for 
volunteer opportunities at Carl Sandburg School, the 
one closest to where we live. And having invested in 
a mini-motor home, we will be finding excuses to visit 
our children and grandchildren, especially those in 
Texas and Montana. I may even take on teaching an 
extra section of early childhood courses, if there's a 
need -- who knows?! 
In sum, I've lately had occasion to reflect that 
during the last forty-two years, my life has rather 
much revolved around schools and teaching and 
learning . During the academic years at Eastern, I 
have routinely requested overload assignments; I've 
taught twenty-six consecutive summers full-time; and 
in between my teaching here and elsewhere, I have 
squeezed in the equivalent of ten years of graduate 
study (four at Northwestern and six at Eastern), with 
six graduate degrees to show for it. 
While I do find it refreshingly different not to have 
to wonder every morning which classes I' ll be meet-
ing that day (either as teacher or as student), and 
what my responsibilities under either circumstances 
will be, I do miss the truly wonderful people who con-
stitute our department and the students who enlight-
ened my life. 
Omicron Delta Kappa Leadership Circle 
Makes History at Eastern 
Laura Moore, Stacey Moore, and Ryan Willerton 
Laura and Stacey Moore are members of the Leadership Cir-
c le and Ryan Willerton is a member of the Omicron Delta Kappa 
Advisory Committee. 
Eastern Illinois University was recently granted a 
charter from one of the most prestigious honor soci-
eties in the nation, Omicron Delta Kappa. After a 
year of probationary status, The Leadership Circle, a 
local honorary, was nationally recognized during a 
chartering ceremony in April. It made history in 1998 
as the newest circle of Omicron Delta Kappa. 
Omicron Delta Kappa is a national honor society 
comprised of undergraduate and graduate students 
who, on a 4 pt. scale, have a 3.3 or above grade 
point average, are in the top 35% of their class, and 
show outstanding leadership in one (or more) of the 
five following categories: scholarship, athletics, cam-
pus or community service (social, religious activities, 
and campus government), journalism (speech and 
the mass media), or the creative/performing arts. In 
addition, students must have a high level of personal 
integrity. Currently, Omicron Delta Kappa has 245 Cir-
cles chartered across the nation. Without doubt, 
Eastern Illinois University will make a strong addition to 
this prestigious national society. 
The Leadership Circle at Eastern Illinois University is 
one of the nation's most prestigious and selective 
honorary societies for collegiate student leadership. 
The Circle is comprised of students who have demon-
strated outstanding student leadership in the key 
ODK areas. During the past year, The Leadership Cir-
cle at Eastern has been involved in various projects 
throughout campus and the community. The Leader-
ship Circle has sponsored a student leadership 
reception where athletes, student organizations and 
executive boards, international students, and schol-
ars spent an evening together sharing ideas and 
experiences. The membership also created a 
newsletter that recognizes achievement in the five 
leadership areas. Further, the Circle co-sponsored the 
Residence Hall/RSO night at an Eastern basketball 
game and recognized outstanding campus leaders 
and also sponsored an African-American faculty /stu-
dent reception during Eastern's African-American 
Heritage Celebration and presented awards to out-
standing students and faculty. 
The chartering induction and initiation cere-
monies involved more than thirty members from the 
"Charter" and the "First Initiate" classes of ODK. 
Membership included students, faculty members - Dr. 
Charles Eberly (Ed Psych & Guidance) and Louis 
Hencken (Vice President for Student Affairs), alumni 
members - Jason Anselment and Brad Hettich, as 
well as members of Eastern Illinois University's advisory 
committee. Dr. John Morgan, ODK Executive Director, 
presided and was assisted by Dr. Marvin Shlatter and 
Ms. Beth Proske, Directors of Province IX. The cere-
mony was also attended by Terry Weidner, Vice Presi-
dent and Provost for Academic Affairs. Currently, the 
Leadership Circle is assisting with the planning and 
implementation of EIU's first convocation scheduled 
for the fall of 1998. 
Members of Eastern ' s Omicron Delta Kappa 
advisory committee include: Dr. Charles Evans 
(Office of Academic Affairs); Dr. Veronica P. Stephen 
(Education Department); Dr. James Tidwell (Journal-
ism Department); and Ryan Willerton (Student Life 
Office). 
• • • MORE PDS HIGHLIGHTS • • • 
• Danville area EIU student teachers attend ethics seminar. 
• Newly created PDS Advisory Council establishes criteria for PDS involvement. 
• For the third time, Effingham faculty visit Willow Bend School, an exemplary site with regard to 
innovation in teaching and learning, assessment, as well as school organization. 
• EIU student teachers in Danville attend "at-risk" symposium. 
• EIU PDS Network faculty conduct conference presentations at state, regional, national, and 
international levels. 
• Champaign area EIU student teachers participate in technology seminar. 
• PDS Network awarded funds for 21st century mathematics training in collaboration with EIU's 
mathematics department. 
• Carl Sandburg (Charleston) teachers receive T.I.M.E. funding for Project WOW - Wonders of 
Water. 
• Bottenfield School in Champaign receives $53.000 Goals 2000 grant. 
• Illinois Consolidated Telephone Company provides $4,800 grant for a mentoring project 
involving Mattoon High School and the Mattoon Chamber of Commerce. 
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Welcome New Editorial Board Members 
The Eastern Education Journal is exceptionally 
pleased to welcome several Eastern Illinois University 
faculty as new members of its Editorial Board! 
Joining current Eastern Education Journal Editori-
al Board members Elizabeth J. Hitch (Dean, College 
of Education and Professional Studies), John Weber 
(Leisure Studies), Kathlene Shank (Chair, Department 
of Special Education), and Beverly Findley (Chair, 
Educational Administration), are Joseph Williams, 
Mahyar lzadi, Gloria Leitschuh, and William Higelmire. 
Joseph Williams is an Assistant Professor in the 
Psychology Department of the College of Science. 
He holds a BA from the University of Rhode Island, as 
well as an MA and a Ph.D. from Boston University. He 
is a member of the European Brain Research Organi-
zation, Faculty for Undergraduate Neuroscience, 
Greater Chicago Area Chapter Society for Neuro-
science, Midwest Neurobiologists Group, Midwest 
Psychological Association, Society for Neuroscience, 
Society for the Stimulus Properties of Drugs, and the 
American Psychological Association. His laboratory 
research "uti lizes the experimental technique of brain 
stimulation reward to study the reinforcing and moti-
vating properties of drugs on behavior in rats." 
Williams is also conducting human research projects 
studying the relationship between social issue vari-
ables such as personality, stress, anger, emotionality, 
religiosity, sexual attitudes, and social support. 
Mahyar lzadi is Professor and Coordinator of 
Industrial Technology in the School of Technology, 
Lumpkin College of Business and Applied Science. He 
was awarded a Ph.D. from Southern Illinois University 
at Carbondale and has an MS from Murray State Uni-
versity and a BS from Franklin University. lzadi 's current 
research interests focus on quality and productivity in 
education and manufacturing. He is a member of 
NAIT, SME, IIE, and ASQC. 
His personal interests and 
hobbies include golf and 
travel. 
Gloria A. Leitschuh is 
an Assistant Professor in the 
Department of Educational 
Psychology and Guidance. 
She holds a Ph.D. in Coun-
seling Psychology from the 
University of Illinois, com-
pleted her predoctoral 
internship at Southern 
Illinois University, and re-
ceived both an MS in 
Gloria Leitschuh Education in Community 
Counseling and a BA in 
Psychology and Sociology from Eastern Illinois Univer-
sity. Leitschuh, a member of the American Psycho-
logical Association and the Association for Women in 
Psychology, has various research interests which 
include: gender issues, mental health, effective 
counseling, and psychological services. Further, she 
loves "teaching and providing therapy." Her hobbies 
involve golf, softball, spirituality, yoga, writing, and 
traveling. 
William Higelmire is Professor and Chair of the 
Department of Leisure Studies. He has an Ed.D. from 
Northern Colorado University, an MS from Indiana 
University, and a BS from Eastern Michigan University. 
His research interests focus on assessment and inclu-
sion efforts in recreation . Higelmire is a member of 
IPRA NRPA NTRS, ITRS, IDAP Think Tank, and CIRCLE. 
In his spare time, Bill enjoys running, Corvette restora-
tion, gardening, and basketball. 
Welcome and many thanks for your dedication! 
Interested in Submitting an Article for Publication? 
A Few Suggested Topics for Manuscripts 
* teacher education * national standards * curriculum development 
* certification * character education * multiculturalism 
* language development * teacher induction * ethics and school law 
* school partnerships * technology * state and federal funding 
* censorship * curriculum integration * alternative assessment 
* early field experiences * children 's literature * professional development 
* parental involvement * constructivism * eclectic practices 
* supervision * scientific literacy * administration 
* the humanities * folio assessment * health/well-being issues 
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Eastern Education Journal 
Manuscript Guidelines, Editorial Procedures, and Submission Requirements 
The Eastern Education Journal seeks articles representing contemporary issues in educa-
tion . Manuscripts should focus on concepts, research, or practice. Research summaries, 
program descriptions, book reviews, and original points of view are encouraged. 
Journal issues, published during the spring of each year, may include thematic and 
nonthematic sections. 
MANUSCRIPT GUIDELINES 
Cover Page: Include the following information on a separate sheet of paper. 
• Title of manuscript and date of submission. 
• Author name; institutional affiliation and mailing address (include street address and 
nine-number zipcode); telephone numbers. Provide the same information if more 
than one author is involved. 
• A statement as to whether or not the article has been previously published or is 
under consideration by another publication. 
Length: 
• A definitive abstract of 50 to 75 words must accompany the manuscript. 
• Manuscripts should be limited to 3000 words or less. No footnotes . 
Typing: 
• Double space all text, including references with l - inch margins all around. 
• Place illustrations, tables, charts, and/or figures at the end of the manuscript on sep-
arate pages. Make reference to their placement within your manuscript. 
Style: 
• Editorial style and references must follow guidelines set in the Publication Manual of 
the American Psychological Association, 4th Edition . 
Form: 
• Hard Copy: Send five copies of the manuscript complete with cover pages. Do not 
include any identifying information on the abstract or the manuscript. 
• Computer Disk: Do NOT send a disk with your initial submission. If your manuscript is 
accepted, we will then require Microsoft Word (IBM or Mac format). 
• Articles accepted for publication are approved by a minimum of three members of 
the Editorial Board. 
Other: 
• Include a brief autobiographical sketch and a photograph of author(s) involved. 
Deadline: 
• Manuscripts are due on l June of each year. 
Mailing Address: Send manuscripts, correspondence, or questions to: 
Veronica P Stephen, Editor 
Eastern Education Journal 
Eastern Illinois University 
600 Lincoln Ave. 
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